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Shortly before Flesch attempted to explain to the 
public Why Johnny Can't Read, another man who had spent much 
time and thought about the same problem but from a different 
viewpoint was actively engaged in trying to solve it in his 
archdiocese. The late Samuel Cardinal Stritch was that man. 1 
As he so aptly demonstrated, any solution ~o this problem 
had to begin with a consideration of the philosophy and the 
goals involved. 2 
Cardinal Str'itch anticipated by ten years the re-
sults of recent findings which have shown that the average 
drop-out is at least two years retarded in reading. Also 
there appears to be a positive relationship between reading 
retardation, juvenile delinquency and other emotional dis-
turbances.3 The results of an experiment that involved the 
lsister M. Alcuin et al., "Chicago Archdiocesan 
Reading Program-A Graphic Presentation and Demonstration," 
National Catholic Association Bulletin, ed. Betty Hasselman · 
LXII (August, 196o), p. 458. 
2E. L. Whigham, "The Reading Problem: An Adminis-
trative Overview," The Reading Teacher, XII (February, 
1958)' p. 171. 
3Ruth Strang, "Present Status of Reading Instruction," 
Recent Development in Reading, ed. H. Alan Robinson, (Sup-
' plementary Educational Monographs, No. 95; Chicago: Univer-
sity ot Chicago Press, 1965), p. 208. 
2 
effectiveness of reading instruction in modifying certain 
attitudes toward authority figures and in improving the gen-
eral behavior of adolescent delinquents has further 
strengthened this position. 4 It is now clearly recognized 
that the nonreader and the retarded reader being cut off from 
many cultural activities turn to other interests, sometimes 
objectionable. Even if he avoids delinquency the feelings of 
inferiority acquired by years of failure affect the develop-
ment of normal personality of the retarded reader.5 
The Cardinal was interested in all the children of 
the archdiocese--"the brightest as well as the most neg-
lected"6 and envisioned a program which -would include all of 
them. However, he showed a special concern for the cultur-
ally deprived. It has been found that there is a high cor-
relation between reading achievement and social class. One 
of the reasons for this is the lack of a rich experiential 
background which is necessary for s-uccess in reading. 7 Two 
other factors involved are the high rate of teacher turnover 
and the mobility of the sch~ol population in the low economic 
4william Dorney, "The Effectiveness of Reading In-
struction in the -Modification of Certain Attitudes Toward 
Author! ty Figures of Adolescent Delinquents" (unpublished 
Ph. D. dissertation, Department of Education, University of 
New York, 1963). 
5Albert Harris, How to Increase Reading Ability (New 
York: Longman, Green and Co., 1956), p. 2. 
6sister M. Alcuin et al., loc. cit. 
7Theodore Chandler, "Reading Disability and Social 
Economic Status," Journal of Reading, X (October, 1966), 
' p. 18. 
3 
areas.B 
With these conditions in mind and with the realiza-
tion that "the reading program will be no better than the 
kind of leadership provided,"9 the Cardinal contacted the 
Franciscan Sisters who staff The Cardinal Stritch College and 
requested their aid in establishing a program which would be 
especially geared toward helping disabled readers. 
In the fall of 1954, Sister x. Julitta, o.s.F. of The 
Cardinal Stritch College, after conferring with His Eminence, 
Samuel Cardinal Stritch, formulated the direction the program 
should take. It would be both a preventive and a corrective 
program. The preventive aspect of the program would be to 
provide a strong developmental program which would include in 
its scope the wide range of ability found in the archdiocesan 
school system. The corrective aspect would provide a reme-
dial program during the summer months and a highly differen-
tiated classroom program as the best classroom approach to 
remed ia 1 reading during the academic year f .or retarded 
readers. Since these two goals could be achieved only if the 
teachers were better prepared to meet the individual needs of 
pupils, an in-service reading training program for teachers 
was deemed a necessity. 
Convinced that something had to be done immediately 
8Frederick Shaw, "The Changing Curriculum," Review of 
Educational Research, XXXVI (June, 1966), p. 345. 
9Joseph Tremont!, "Administration Must Improve the 
Reading Program," Journal of Reading, IX (March, 1966), 
p. 232. 
4 
to assist the retarded readers, in the summer of 1955 a pro-
gram was planned and eleven schools were set up as reading 
centers by Sister Julitta, o.s.F. and placed under the super-
vision of Sister Mary Alcuin, O.S.F., one of the teachers of 
The Cardinal Stritch Reading Clinic in Milwaukee. At the 
conclusion of the summer session it was realized that the 
program should be continued throughout the regular school .. 
term if lasting results were to be obtained. Thus, for over 
eleven years the program has been in effect and each year 
finds additional schools participating. 
The general goals of the program have been to specif-
ic purposes which include the following: 
Academically, first, to try to improve the classroom 
teaching of reading in general; second, to make it pos-
sible for each child to be instructed from a book that 
he actually can handle; third, to help each child reach 
his reading capacity as quickly as possible. Socially 
and psychologically, first, to help prevent juvenile 
delinquency by making school .a satisfying experience for 
each child by giving him' work that he can do; second, to 
develop good Catholic citizens and leaders by giving ea~S 
child work that is in keeping · with his native capacity. 
With these objectives in mind the program branched 
· out over the years to include the suburban schools. Although 
the percentage of pupils reading below grade level in the 
suburbs may be less than that in the inner city there have 
been found many pupils who are reading below their capacity. 
For these also provisions had to be made. In addition to 
this, recently more attention has been given to the bright 
children by presenting more challenging materials and by 
10sister M. Alc~in et al., loc. cit., p. 459. 
providing for them an enrichment program suited to their in-
terest and ability. 
5 
The original organization of the program provided for 
interclass grouping from fourth grade through eighth grade. 
In all grades, grouping was determined by test scores, mental 
ability and by teacher judgment. It is generally believed 
that the results of standardized tests alone are not adequate 
to judge a pupil's overall achievement.ll Observation of 
daily work must implement any evaluations made from standard-
ized tests. In the primary classes there are three groups, 
while in the interme~iate and upper classes there are two 
groups. 
All classroom instruction is supervised by specially 
trained archdiocesan consultants. In addition to seeing that 
each child receives instruction at the proper reading level, 
the consultants provide in-service training for teachers. This 
includes conferences with individual teachers, classroom dem-
onstrations, summer remedial classes, summer workshops, and 
reading courses given for credit. The consultant also inter-
prets the Reading Program to parents and to the public, de-
velops teaching aids and devices and engages in research-ex-
perimentation. 
Reportedly the percent of retarded readers has been 
substantially diminished.l2 The results appear to be en-
couraging, yet no formal wide scale statistical evaluat~o~ of 
11Ibid.' p. 461. 
12 Whigham, loc. cit., p. 174. 
6 
the Chicago Archdiocesan Reading Program has been made. There 
are two primary reasons for this. Because of the transient 
population in the city itself, no stable data covering even 
one year can be collected. The schools in the suburbs were 
then considered. However, due to the revision of the Stanford 
Achievement Test in 1963 the results do not have the same 
meaning as those before the revision was made. 13 This was 
discovered after a committee of consultants thoroughly ex-
amined the test content for over a year. The results of their 
study showed .that the revised tests were more difficult and 
the norms were more accurate then those of the 1953 edit~ons. 
Yet, some type of statistical study was greatly desired. 
Statement of ·the Problem 
Since it had been found impossible to make an evalu-
ation of the schools on the Chicago Archdiocesan Reading Pro-
gram for the reasons given above, a comparative status study 
was then begun of the effectiveness of reading achievement of 
pupils in selected grades in four suburban schools using the 
Archdiocesan Program and of four suburban schools using other 
programs. However, it must be kept in mind that the program 
may have had different results in the inner city area for 
which it was originated. 
The specific objectives of this evaluation included: 
1. Does the stability, the organized plan, the regular 
classes, the consultant services as well as the in-service 
training carried on in the Chicago Archdiocesan Reading 
13Truman L. Kelly, et al., Stanford Achievement Test, 
(New York: Harcourt, Brace and World Book Company, 1963). 
Program achieve better results in reading than is found 
in schools not on the program and therefore not enjoying 
these benefits? 
2. Is there a significant difference between the means 
of the total scores, word meaning scores and paragraph 
meaning scores of the children in the schools using the 
program and those not using it? 
a. · Is there a significant difference between the means 
of each of the total reading scores, word meaning scores 
and paragraph meaning scores of the various ability 
levels found in the schools using the program and those 
not using it? 
4. Are the results of the Archdiocesan Reading Program 
sufficiently beneficial to warrant the expense and work 
necessary to introduce it into the remaining schools not 
on the program? 
7 
5. If a significant difference is found in favor of the 
schools not using the program to what can this be attrib-
uted? 
Scope and Limitations 
This study includes grades two, four, and seven of 
four schools in the suburbs using the Chicago Archdiocesan 
Reading Program ~nd four schools in the suburbs using other 
programs for teaching reading. The Stanford Achievement Test 
results and the Otis Quick Scoring Mental Ability Testl4 
14Arthur S. Otis, Otis Quick Scoring ~!ental Ability 
Test 1 (New York: Harcourt, Brace and World Book Company, l1J5ii). 
8 
scores are those used to compare and equate the groups. These 
tests were administered and scored by the classroom teachers. 
Since the population of these suburban schools is 
stable and there are large numbers concerned in this study so 
that some variation in attendance at the same school would not 
change the total picture, the comparison is being made on a 
status basis for May, 1966, instead of the gains made over one 
year. This may give a more longitudinal aspect to the study. 
The four schools on the Archdiocesan Program have participated 
in the plan for at least five years. Both these schools and 
the schools not on the program use the Faith and Freedom 
series as a basic text and work with groups. However, in ad-
dition to the developmental program, the schools not using 
the Archdiocesan Program have used various other methods during 
the past five years. 
Another reason for employing a status study was to in-
sure results that would not be affected by high motivation 
elicited because an evaluation was to be carried on. None of 
the teachers or children were aware beforehand that this 
appraisal would be made. 
Procedure 
The first step in this study was to equate the groups 
from the two types of schools. Since socio-economic status 
and parental education have an exceedingly wide range in the 
various suburbs and may ~ffect experiential background which 
is one of the factors in achieving good results in reading, 
it was thought desirable to equalize the general background 
of the groups. In order to do this the Illinois Census 
Tract 196o,l5 which gives the average education of parents 
and the average income of each area, was consulted. 
The next step was to equate the groups on the basis 
9 
of I.Q. and M.A. This was done separately for pupils in Grade 
2, Grade 4, and Grade 7. The t-test was used to determine .in-
significance of differences between the mean I.Q. of the total 
group of children in each of these grades on the Archdiocesan 
Program and the mean I.Q. of the total group of children in 
each of these grades in the schools not using the program. 
The same method was used to determine lack of significant dif-
ference between the means of the M.A.'s. 
Once the groups had been equalized, the t-test was 
used to determine significance of differences between the 
means of the word meaning scores, the means of the paragraph 
meaning scores and the means of the total scores for grades 
two and four separately of the schools on the Archdiocesan 
Program and the schools not on it. Grade seven had only a 
paragraph meaning test.. Thus, only the means on this one te~t 
can be found for the Grade 7 groups. The t-test was also used 
to decide whether the differences between the means of the 
word meaning scores, paragraph meaning scores and the total 
scores of all the children combined of each group were sig-
nificant or not. Again the seventh grades had only one score. 
The test of significance was also applied to the 
means of the I.Q.'s of the different ability groups, the 
15u.s. Census of Population and Housing, Illinois 
Census Tract: 1960, {Washington:· u.s. Government Printing 
Office, 1962). 
10 
ability groups in each grade, and the total group; the means 
of the word meaning scores, the means of the paragraph mean-
ing scores and the means of the total scores of grades two 
and four. Grade seven means of the paragraph meaning were 
compared. The test was applied to the lower ability groups, 
middle ability groups and upper ability groups separately and 
then to the total group of pupils in the schools using the 
Archdiocesan Program and to the schools not on the program. 
If a significant difference was found to favor the 
schools not on the program it was suggested that a comparison 
could also be made between the single programs of the four 
suburban schools not using the Chicago Archdiocesan Reading 
Program, in which case, the results of such a study could be 
utilized in the updating of the program to be undertaken 
within the next year. 
CHAPTER II 
SURVEY OF RELATED LITERATURE 
Realizing that in order to improve the social and 
economic lives of people education is the first step, Presi-
dent Johnson on January 13, 1965, asked Congress for $1.3 
billion to finance the legislation he saw was so necessary to 
take that first step.l Congress passed the legislation. 
Upon reviewing the uses to which Title I of the bill was ap-
plied, it was found th.at 80 per cent of the money was spent 
on reading and. other areas related to it. 2 Although educa-
tors have always been interested in improving reading, never 
in the history of this country has the general public mani-
fested such concern about reading. 
In an age when the United States is striving to be 
first in every area including manufacturing, agricultural 
production, space and education, inflamatory remarks such as 
th~se made by Flesch in his book, Why Johnny Can't Read, were 
enough to spark an unparalleled interest in reading. One 
1Nila B. Smith, "Influences Shaping American Reading 
Instruction," Invitational Addresses to the International 
Re~ding Association (International Readtng Association Con-
ference Pfoceedtngs, Newark: International Reading Associa-
tion, 1965), p. 46. 
2Russe 11 Stauffer, "And This is the Record," The 
' Reading Teacher, XX (January, 1967), p. 294. 
12 
such statement was, "There are no remedial cases in Austria, 
Germany, France, Italy, Norway, in Spain-practically anywhere 
in the world except in the United States. nl3 He felt that 
retardation in reading began about in the year 1925. The so-
lution according to Flesch was very simple. "Systematic 
phonics is the way to teach reading."4 The reason for this 
is that the children can learn this way of getting meaning 
from certain combinations of letters once and for all. What 
is more, they can be assured of having learned everything 
there is. 5 
Austin, in refuting the first assertion, states that 
because of the change in I.Q. and reading tests, it would be 
practically impossible to compare achievement of thirty or 
forty years ago with that of today.6 In reply to teaching 
systematic phonics Smith discusses the fact that first, ac-
cording to her findings, the pure word attack is probably not 
used in any of the schools in this country today. Second, 
the very type of phonic presentation advocated by Flesch was 
dropped forty years ago because so many children were not 
learning to read. Third, phonics as well as other skills are 
taught in various approaches in practically all grades in 
most schools. 7 
~udolf Flesch, Why Johnny Can't Read (New York: 
Harper and Bros., 1955), p. 2. 
4 Ibid., p. 121. 5Ibid., p. 122. 
6Mary Austin, The First R (New York: The Macmillan 
Co., 1963), p. 1. 
7Nila B. Smith, "Evaluation of Reading Instruction 
• . in American Schools," Challenge eriment in Read in , ed. 
J. Allen Figural (New c o as 1c ~ gaz1nes, 
P•. 187. 
Historical Background 
In order to understand how today's reading instruc-
tion has evolved from various organizational plans and ap-
proaches, it is necessary to take a brief backward glance 
over the years. England's 'Monitorial System' began in the 
13 
United States in 1800. According to this plan large numbers 
of children are assembled in one room with one teacher. This 
large group is divided into smaller groups and each of these 
small groups is taught by one of the pupils with more ability. 
In 1840 from ·Germany came the idea of grouping according to 
age ability and children were placed in grades. Thus the 
"lockstep" was begun and has continued in use for many years.8 
The period from 1870 to 1910 was a period of many new 
ideas of organizing, grouping, classifying but with few ideas 
directly concerned with the child himself. There were many 
attempts to break the lockstep. Perhaps the first was the 
Pueblo Plan in 1880. Regular classroom organization was re-
tained but it provided for individual activity aided by the 
teacher.9 
In 1893 a plan that provided for two courses, a six-
year one for regular students and a four-year one for those 
with more ability, was tried. This was the Cambridge Double 
Tract Plan.l0 
8Nila B. Smith, Reading Instruction for Today 1 s 
Children (New Jersey: Prentice-Hall, Inc., 1963), p. 187 •. 
9Emmett Betts, Foundations of Reading Instruction 
(New York: American Book Co., 1957), p. 37. 
10smith, loc. cit., p. 110. 
14 
Five years later the Batavia, New York Plan was in-
troduced. Again regular classroom organization was retained 
but, instead of one teacher, two or more were assigned to 
each class so that while one was teaching, the other or others 
could give individual help. 
The 'work-study-play' or platoon system was begun in 
1900 in Indiana. It was the forerunner of the present depart-
mental system.ll 
The period following this to the present day has seen 
more innovations in reading than the entire hundred years of 
American history preceding it.l2 Perhaps one of the factors 
that helped bring about the growing need to recognize individ-
ual differences and the innovations tried in an effort to 
meet these differences was the development of standardized 
tests. In 1920 Berry grouped ten thousand children homo-
geneously into three groups, XYZ groups, on the basis of in-
telligence tests. A curriculum suited to each was formu-
lated .13 
The Winnetka Plan and the Dalton Plan introduced in 
the 1920's provided for individual progression. The former 
divided half the morning and half the afternoon to assignments 
llBetts, loc. cit., p. 40-1. 
12Nila B. Smith, "What Have We Accomplished in Read-
ing? A Review of the Past Fifty Years," Elementary English, 
XXXVIII (March, 1961), p. 141. . 
13smith, Readin§ Instruction for Today's Children 
(Englewood Cliffs, Newersey: 1963), citing Charles s. Berry, 
"The Introduction of Homogeneous Grouping," The Groulin~ of 
Pulils, Thirty-Fifth Yearbook, Part I (Bloomington, ll1nois: 
' Na iona 1 Society for the Study of Education, 1936), p. 37 -3R • . 
15 
covering the "common essentials." The second half of the 
morning and afternoon was used to engage in social and crea-
tive activities. In organizing the curriculum it was felt 
that reading was the subject that lent itself most easily to 
individualization. The Dalton Plan allowed pupils of four or 
five levels freedom to pursue an interest through a contract 
system. By this means they progressed at their own speed 
through school subjects.l4 
However, the type of grouping that persists even un-
til today is ·the three-group plan in the primary grades or 
the two group plan used in the upper grades. In this plan 
achievement in reading is often the criterion by which groups 
are organized. 
Organizational Patterns 
In addition to this type of grouping there are others 
which aim to show consideration of factors besides reading. 
'l'hese · factors include rate of growth, experiential back-
ground, interests, ability and social maturity. It was felt 
that a way in which to meet constantly changing pupil needs 
is to have flexibility in grouping. 
Although . in practically all. school systems children 
are grouped into a grade on the basis of chronological age, 
some educators feel this is by far the least satisfactory 
of grouping procedures. Grouping based on interests is oft.en 
profitable, especially when project activities are carried· 
on. Social grouping, although limited, is emotionally 
14Betts , loc. cit. , p. 40-1. 
satisfying for the child and has a place in the classroom 
situation. 15 
16 
Nephew, in his study, found the relationship between 
mental maturity scores and level of instruction to be very 
slight. Some pupils with better than average intelligence 
were reading on the lowest level. It was found that greater 
weight should be placed on the teacher's judgment than over 
test results in grouping children. The recommendation was 
made that the teacher must grow in understanding of the read-
ing process and be able to change materials and attitudes 
whenever needed.l6 
Another experiment showed that, in ability grouping 
of 2,500 pupils from grades 4 to 9 in Utah, there were 
greater achievement gains in superior pupils, no consistent 
differences in average pupils, and generally poorer perform-
ance in slower pupils than in heterogeneous classrooms.l7 
Skill grouping is one that includes children who have 
the same difficulty in the development of a particular skill. 
As new needs arise, the grouping is changed to meet them. 
Interest grouping is similar to skili grouping in that it 
cuts across all reading levels. Children with like interests 
15n. L. Stonecipher, "Grouping in the Classroom," 
Education, LXXXIII (October, 1962), p. 78. 
16Erv in Nephew, "We Reorganized the R~ad ing Program 
Around Actua 1 Reading Ability," Instructor, LXIX (March, 
1960)' p. 75. 
17walter Borg, "Ability Grouping in the Public 
Schools," The Journal of Experimental Education, XXXIV 
(Winter, 1965), p. 2-3. 
or difficulties are grouped and regrouped whenever neces-
sary.18 
17 
Another type of organizational plan is the ungraded 
school. As presented by Lane, this rests on efficiency in 
reading. Pupils would pass from a 'Junior School' to an 
'Upper School' when they no longer had a serious reading prob-
lem.19 
Other schools classified children strictly on the 
basis of reading levels. In establishing any non-graded 
school, certain definite considerations must be kept in mind. 
Perhaps the most important is that each child must progress 
at the rate best for him. 20 In one research study comparing 
groups attending graded and non-graded schools there was no 
significant difference found in scores made in vocabulary 
skills and in comprehension skills of the two groups. 21 
Team teaching is another revived organization plan. 
As applied to reading, the pupils are placed in groups having 
the same achievement. Each teacher involved has two to four 
groups regardless if the grade level taught is parallel or 
18warren G. Cutts, Modern Reading Instruction (New 
York: The Center for Appl1ed Research in Education, Inc., 
1964) , p. 76. 
19smith, Reading Instruction for Today•s Children 
(Englewood Cliffs, New Jersey: 1963), citing Robert Hill Lane, 
"The Junior School- Its Plan and Purpose," Addresses and Pro-
ceed in s of the National Educational Association (Washington, · 
ona ssoc ~ 1on, , p. 381-82. 
20John Goodland, et al., "Reading Levels Replace Grades 
in the Non-Graded Plan," The Elementary School Journal, LXII 
(February, 1957) , p. 256. 
21Reginald Kierstead, "A Comparison and Evaluation of 
t Two Methods of Organization for the Teaching of Reading," 
Journal of Educational J.~esearch, LV (February, 1963), p. 317-21. 
18 
not.22 
Perhaps the most important organizational system re-
lated to the present study is that reported by Floyd, prin-
cipal of a school in Joplin, Missouri. By means of reading 
test results, children in the primary grades were usually 
arranged in three groups within their classrooms. As they 
entered fourth grade marked variations in reading achievement 
were obvious. To meet the demands made by the increased 
range of reading ability, reading levels were formed. All 
the students on the same level went to the same classroom for 
instruction. The teachers were permitted to choose the level 
or levels they wished to instruct. Also the teachers advance 
or demote pupils on the basis of their progress in reading 
whenever it is felt necessary. 23 To understand the entire 
approach the steps concerning the program must be studied. 
The first step is the preparation which includes presenting 
background material,. clarifying difficult concepts, developing 
meaning vocabulary, building reading readiness, and setting 
up purposes for reading. The next step is to have the child 
read the selection silently to see the wholeness of it, to 
understand the total meaning and to be better acquainted so 
that it can be read better orally. The third step is ap-
praisal of comprehension by answering questions and discuss-
ing the selection, especially details. Following this is 
22smith, loc. cit., p. 13-14. 
23The Joplin Plan for Teaching Reading, Prepared by 
the Superintendent's Office, Joplin, Missouri, 1954 (mimeo-
graphed). 
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oral re-reading for definite purposes. This is also a way 
for the teacher to determine reading diffi<;ulties by using a 
check list. Vocabulary development including word attack ·or 
recognition skills are then taught. This is followed by 
using the workbook. Finally, there are follow-up activities. 24 
National attention was drawn to this method of group-
ing through an article written in 1957 concerning the find-
ings of Floyd. The method later known as the Joplin Plan was 
described in glowing terms. The author reported that every 
child felt success since no one was ashamed at being behind 
or bored by being ahead of the others. Each child was placed 
on his own correct level from fourth grade up. He then moved · 
to a room in which others of the same group would be reading 
from the same basic level reader.25 A research study com-
paring the Joplin Plan with a traditional method in grades 4, 
5, and 6 in one school showed the former was more effective. 26 
Another experiment similar to the above with 90 matched pairs 
of fifth and sixth grade students of a rural school in Dundee, 
Michigan showed higher achievement results among those using 
the Joplin Plan. The reason given for this was that all the 
24 Cecil Floyd, "How a Well-Directed Reading Lesson Con-
tributes to Individualized Instruction," Individualizing Read-
in Instruction in the Classroom, Address and Discuss1on, 2nd 
Annua ea ng on erence: June 19-21, 1961 (South Carolina: 
School of Education, 1962), pp. 40-50. 
25Raul Tun ley, 11,Tohnny Can Read in Joplin," Saturday 
Evening Post, XXVII (October, 1957), pp. 108-10. 
26Elmer F. Morgan and Gerald R. Stucker, "The Joplin 
Plan of Reading vs. A Traditional Method," Journal of Educa-
' tional Psychology, LI (April, 1960), p. 70. 
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students were able to "receive the maximum positive reward or 
feedback" from the reading material they were using.27 . 
In 1962 an experiment with grades 4, 5 and 6 was re-
ported by Ramsey. These grades were considered as a whole and 
according to intelligence groupings. The upper third of the 
classes in intelligence achieved gains equal to or greater 
than expected, except for fourth grade vocabulary. In the 
lower third in intelligence, gains were less except in fifth 
grade. It was reported through a pupils' questionnaire that 
the children had few objections in being placed in the group 
in which they were. Only dix per cent thought they could do 
better in a different group.28 
Three separate studies were reported in 1964. In the 
first, ten null hypothes~were proposed. These included "no 
significant difference between two groups in reading achieve-
ment for boys and girls, for boys only, for girls only, for 
high reading achievers, for low reading achievers, in spelling, 
in arithmetic, in social studies, in science, and in study 
skills.n29 The findings indicated no significant difference 
between the results of School A and School B in reading 
achievement or between boys and girls. In fact, School B 
which used regular traditional classroom instruction showed a 
greater effectiveness as was determined by the consistency of 
27 . 
Ibid. , p. 73. 
28wallace Ramsey, "Evaluation of a Joplin Plan of 
Grouping for Reading Instruction," Journal of Educational Re-
search, LV (August, 1962), pp. 570-72. 
29william R. Powell, nioplin Plan: An Evaluation," 
r Elementary School Journal, LXIV (April, 1964), pp. 388-91. 
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the critical ratio in its favor. 30 
A second experiment conducted by Carson and Thompson 
agreed with Ramsey's findings that teachers and pupils liked 
the Joplin Plan. However, the findings did not agree with 
:r.rorgan and Stucker who found significant differences in favor 
of the Joplin Plan. At first the teachers felt that they 
could reach more children by this plan. Then they realized 
that they still had to provide instruction on the basis of in-
dividual strength and weaknesses. 31 
Finally a ten-year comparative study of the results 
of achievement of pupils in grades 4, 5 and 6 in 1954 and in 
1964, under the supervisi~n of Artley and reported by Cushen-
bery, showed that the chief advantage of the plan was there-
duction in the number of ability levels with which the 
teacher was dealing. The 1964 results showed achievement a-
bove the national norms and mental age-grade expectancy. Also 
achievement was much better than that showed by pupils prior 
to the beginning of the plan. Then, too, the plan had been 
widely accepted by all concerned with it. Perhaos the great-
est benefit of the program was one which cannot be measured 
by standardized tests, that is, the ability to enjoy reading. 
The amount of voluntary reading done showed that the transfer 
between instructional reading and reading for enjoyment had 
30Ibid., pp. 389-91. 
31Roy u. Carson and Jack M. Thompson, "The Joplin Plan 
and Traditional Reading Groups," The Elementary School Jour-
~' LXV (October, 1964), p. 42. 
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been made successfully. 32 
Variations in Beginning Reading 
In addition to the many overall organizational plans, 
there are many current beginning approaches to reading. In 
September, 1961 the Initial Teaching Alphabet .was introduced 
in British schools. Because of the inconsistency in the vis-
ual patterns of words and sentences and the absence of system-
atic relationships between symbols of the conventional alpha-
bet and the distinctive sound units of spoken English, the 
child has difficulty learning to read.33 Surprisingly enough, 
phonotypy-one of several early alphabets-whic~ was devised by 
Pitman and Ellis was used in experimentation in 1852. Pitman 
adapted the alphabet from its original design and thus made it 
more appropriate for young children. 34 Experiments have been 
carried on to determine if the children using i.t.a. can rec-
ognize many more words in print, if they read English prose 
printed in Pitman's i.t.a. more readily, if they comprehend 
better than children using traditional print, and if they can 
read faster using i.t.a. After one and a .half years of work-
ing with i.t.a. it was reported that the transfer to conven-
tional print was made so effectively that those using i.t.a. 
could read with greater accuracy and comprehension than the 
32 . 
Donald Cushenbery, "The Intergrade Plan of Grouping 
for Reading Instruction as Used in the Public Schools of 
Joplin, ~fissouri," ("Doctoral Dissertation Research in Read-
ing for 1964, Part I,") cited in Journal of Reading, X (Decem-
ber, 1966), p. 182. 
33John Downing, The Initial Teaching Alphabet . (New 
• York: }facmillan Co., 1964), p. 6. 
34Ibid., p. 15. 
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control group who had used the conventional alphabet from the 
beginning. 35 A comparison made after a•two-year experiment 
showed a significant difference at the 1 per cent level of 
confidence for word recognition but not for comprehension. 
Children using i.t.a. progressed faster. Transfer was easy 
to basal readers. Up through second grade the approach was 
very successful. 36 However, it is recognized that a valid 
judgment can be made only after enough time has elapsed to 
determine statistically if there is a permanent superiority 
of pupils using i.t.a. over those reading conventional print. 37 
The Diacritical }~rking System adds diacritical marks 
to regular letters in order to achieve a more accurate degree 
of phonetic regularity than the Initial Teaching Alphabet. In 
an experiment comparing the Diacritical Marking System, 
i.t.a., and a Basal Reading series in twenty-one first grades, 
it was found that there was no significant difference between 
any of them in either oral reading or paragraph meaning. 38 
Another method used in the initial teaching of read-
ing is Words in Color. At present there is a lack of statis-
tical data to substantiate the claims made in articles 
written about this method. The uniqueness of this new approach 
35~., pp. 44-50. 
36Rebecca St~wart, "ITA -After Two Years," Elementary 
English, XLII (October, 1965), p. 62. 
37 Ibid., pp. 44-62. 
38Edward B. Frey, "Comparing the Diacritical Marking 
System, ITA and a Basal Reading Series," Elementary English, 
, XLII (October, 1966), p. 611. 
24 
lies not in the different materials used but in the potential 
that is already in the pupil. Gattegno realized this years 
ago. It was not until 1963, however, that he had his mater-
ial published in the United States. His idea is based on his 
observation of the process by which a young child teaches 
himself to speak. Words in Color simply tries to show him 
his speech as a "written code." The assumption is that almost 
anyone who can speak can read, if he is shown the connection 
between the two. The learner is taught how letters and groups 
of letters ar·e related to the words he has been producing. In 
using the materials, the form of the spelling remains un-· 
changed. Only the charts use color. All other books and 
worksheets are in black print. At no time do the children 
sound out individual letters, or attack whole words but rather 
work with syllables which they learn to combine to form 
words. 39 
Programs Involving Phonics 
Along with Flesch there are those who advocate phonics 
as the best if not only method by which reading is to be 
taught. The Hay-Wingo is one method typical of the g~oup as 
a whole. It begins with rules about sounds of letters and 
applies them to the pronunciation of specific syllables and 
words. It also begins with parts of words which are combined 
into whole words, that is, it uses the synthetic process in 
teaching reading. 
39Harriet Bentley "Words in Color," Elementary 
' English, XLIII (May, 1966~, pp. 515-17. 
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An opposing school of thought considers phonics as 
one way of helping in word identification. It is also felt 
that there are some words which must be taught as whole words. 
This approach to phonics is inductive and analytic, that is, 
particular words are used to arrive at general rules govern-
ing sounds of letters and "whole words are analyzed to iden-
tify recurring letters and correlated recurring letters."40 
Both groups tend to pick out flaws of the opposing group 
rather than point out advantages of their own position. At 
present there is much research on phonics but too little ad-
equate research to find definite answers to the questions re-
garding the teaching of phonics. Answers mus·t come from per-
sonal observation and experience and from the observation and 
experience of . others.41 
Closely related to phonics, since it often concen-
trates on letter-sound relationships, is linguistics or the 
'linguistic approach.' This is an attempt to bring "some 
degree of order out of the diversific~tion of the spelling 
representations of separate sounds present in the English . 
language."42 Bloomfield initiated this approach to beginning 
reading by use of a long period of teaching single phonemes 
by single letter. Fries went a step farther and extended 
Bloomfield's method to one at the level of one syllable words. 
40nolo~es Durkin, Phonics and the Teaching of Reading 
(New York: Bureau of Publicat1ons, Columbia University, 
1965), P• 11. 
41 
Ibid., pp. 12-13. 
42Ibid., p. 81. 
Also all the letters were capitalized. 43 
Present Trends in Approaches 
to Read1ng Instruction 
26 
Listening, speaking, writing . and reading are the com-
ponent parts of the language experience approach to reading. 
The child works individually with teachers and small groups. 
are formed when needed. Trade and textbooks are used only as 
resource materials. Crutchfield suggests a balanced program 
of individualized reading composed of pupil-prepared mater-
ials and textbooks chosen by pupils. 44 Research is being done 
on the steps involved in the transition from speaking and 
listening to writing and reading. This approach is being used 
with bilingual and culturally-deprived children with some suc-
cess. The approach as part of an eclectic one could play an 
important part. 45 
The topical unit approach is one in which the teacher 
carefully plans materials at the different reading levels. In 
this way the child can read material .suited to him and can, 
therefore, participate. in the class discuss ion. Each unit is 
introduced with the purpose for reading. Background mater-
ials are read by all the pupils. Groups are formed to deal 
43carl Lefevre, "A Comprehensive Linguistic Approach 
to Reading,". Elementary English, .XLII (October, 1965), 
pp. 651-2. 
44Marjorie A. Crutchfield, "In Practice: The Lan-
guage Experience Approach to Reading," Elementary English, 
XLII (~furch, 1966), pp. 285-6. 
45 Guy L. Bond and Eva Wagnert Teaching the Child to 
, Read (New York: ~tacmillan Co., 1966), pp. 85-6. 
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with various phases of a larger topic. With well-defined 
goals, selected materials and adequate organization this ap-
proach has much to commend it. However, it could be used 
effectively only in the hands of an experienced teacher:46 
Programed instruction has certain advantages which 
should not be overlooked. The student sets his own rate of 
learning. He must respond to materials by thought and deed. 
Reinforcement is immediate. Small steps are introduced in 
most programs. This approach is not to replace the teacher, 
since she must carefully select the program in terms of needs 
and goals. Perhaps this type of material has most advantages 
with teenagers and adults. 47 It is felt that the Basal Read-
ing Program may some day include adaptations of programming. 
This Basal Program is the most widely used reading 
approach in this country. Depending on its use the Basal 
Reading Program may be either bad or good. It is bad if all 
children are expected to read the same level text at the same 
rate. Or, even if different rates are employed, the wide 
disparity in achievement necessitates different level mater-
ial. If, on the other hand, the teacher can select books . 
from many available sets of readers supplied by the school 
and has placed her pupils on instructional levels where all 
read a 'new' book and not one they have previously heard read, 
it is good.48 The Basal Approach has a balanced consideration 
46Ibid., pp. 88-9. 
47Albert Kingston and James Wash, "Programed Instruc-
t ion," Journa 1 of Reading, IX (November, 1965), pp. 125-6. 
48cutts, loc. cit., pp. · 74-5. 
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of many factors important for success of the reading program. 
These include a systematic program of word recognition skills 
and a sequential program of comprehension development. Also 
it now has a broad range of interest and many supplementary 
materials to help teachers develop reading skills. If it is 
restricted it is because of the way the materials are used. 
The manual suggests many ideas that teachers can adopt, modi-
fy and select according to the needs of the student. 49 
The idea of individualized reading is not new but it 
has attracted more attention during the past five years than 
ever before. Many articles and theses have been written a-
bout the subject but few doctoral dissertations have been 
written concerning it. There are too many questions awaiting 
answers by researchers to be able properly at this time to 
evaluate the individual approach to the tea~hing of reading. 50 
The Roseville experiment demonstrated that the Basal Program . 
is still a success. The benefits of individual help could be 
incorporated into a basal readin/ program.51 
Teachers using individualized reading often employ 
basal readers by allowing the child to select a story or unit 
for his particular use. Or, he could . use a section for prac-
tice on a certain skill. Then, too, they refer to the 
49The od ore Clymer, "Approaches to Reading Instruct ion," 
National Elementary Principal, XLV (November, 1965), pp. 125-6 .• 
50sam Duker, "Needed Research on Individualized Read-
ing," Elementary English, XLIII Olarch, 1966), pp. 220-6. 
51Harry w. Sartain, "The Roseville Experiment with 
, Individualized Reading," The Reading Teacher, XIII (April, 
1964), p. 281. 
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teacher's guide as a check on the skills they want to develop 
or to obtain examples they want to utilize.52 
Individualized reading has grown in the past years 
from an attempt to meet the needs of a classroom where the 
grade level "is always as wide as the range of abilities and 
interests of the children in it."53 As soon as some degree 
of independence is established the child is taken from where 
he is and allowed to progress to his maximum potentiality. A 
large variety of books must always be at hand so that each 
child has a choice. In addition, books in the room, books 
from home, school library books and public library books are 
a necessity. 
Read 
Some of the values of this program are: 
1. Being able to read on his own interest level, a child 
is stimulated to read widely and his enthusiasm re-
mains high. 
2. Using individual reading, a child can finish a book 
he is interested in because he can use the same book 
for reading period, for outside reading, or for free 
reading time. (Some children under other plans have 
never had the personal satisfaction that comes from 
being able to read completely through a story or a 
book.) 
3. The opportunity to share ·with others! books enjoyed 
by individuals stimulates wider read1ng for all. 
4. There is more practice in reading, for each child 
reads almost every minute of the reading period, in 
addition to other times in the day's program. 
5. Generally, children read much better and show more 
growth in reading skill because they are reading more 
and thoroughly enjoy reading. 
52smith, loc. cit., p. 101. 
53Peggy Bragan and Lorene K. Fox, Helping Children 
(New York: Holt, Rinehart, and N'inst on, Inc.), p. 80. 
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6. The "slow" reader enjoys individual reading because 
he has the close attention of the teacher when she is 
working with him. Many others are enjoying easy books 
with him. He does not suffer embarrassment by having 
to read poorly before others--when he does audience 
reading he has time to prepare so he can read well. 
7. The quality of oral or audience reading is improved. 
8. There is more attention to author, title, and tyoe of 
content because a child who reads and enjoys a par-
ticular book wants to find others written by the same 
author or about a similar interest.54 
In comparing different approaches, opposite findings 
have been reported by Rothrock. In one experiment involving 
grades 4 and 5, four classes of heterogeneous, homogeneous 
and individual approaches were used. The results showed that 
at the 1 per cent level of confidence the homogeneous approach 
had made a significant gain. However, whenever good teaching 
was done and stimulating material was used great improvement 
in reading achievement could be seen in all three methods. 55 
Another experiment compared basic reading, individu-
alized and language-experience approach. Other approaches 
were not considered because, accordin-g to Van Allen, they are 
not a •way of thinking,' and did not include stated purposes, 
materials, organization, and provision for teaching skills 
and comprehension.56 
A comparison made by Konitz of five fourth grade 
classes grouped homogeneously and two classes grouped heter-
54Ibid., _pp. 85-5. 
55G. Rothrock, "Heterogenous, Homogeneous or Indivi-
dual Approach to Reading?" Elementary English, XXXVIII 
(April, 1961), pp. 233-35. 
Allen, "Three Approaches to Teaching Re~d­
Ex er1ment in Readin , ed. J. Allen 
c o as 1c 1-Iagaz 1nes, VII 1962), p. · ~53. 
ogeneously for the same year showed no significant differ-
ence. 57 
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The few examples above show the divergent and some-
times opposite findings reported ~n research. Miller's re-
mark may be at least a very plausible answer to the apparent 
conflict in findings: "It is not the organization that im-
proves instruction but use of the organi:r.ation. n 58 
According to one experimental study, the "child-cen-
tered-whole-class" organizational pattern may prove an ap-
proach which achieves as good results in reading as the three-
group o.r individual pattern. In this plan, the first part of 
the period would be devoted to development of concepts through 
experiences. Through discussions, vocabulary that will be 
needed will be developed. Then reading material will be read 
and discussed by the class by means of experience stories, 
stories from basal readers, .stories presented by means of the 
overhead projector and by other stories presented by the 
teacher.59 This total approach is nothing more than a plan 
to utilize the finest materials, approaches, organizational 
57 William F. Koni tz, "A Study of Achievement As a 
Function of Homogeneous Grouping," Journal of Experimental 
Education, XXX (December, 1961), pp. 249-53. 
58Alverissa Miller, "Meeting Individual Differences 
in Reading Through Effective Use of· School Organization," 
J.[eetin Individual Differences in Readin , ed. H. Alan Robin-
son upp emen ary uca 1ona onograp s XXVI, Chicago: 
University of Chicago Press, 1964), p. 212. 
59sister M. }far ita, "Beginning Reading Achievement in 
Three Classroom Organizational Patterns," The Reading Teacher, 
XX (October, 1966), pp. 12-17. 
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plans and in-service education.60 
It is true that whereas a good teacher can succeed 
with almost any type material, a poor teacher fails no matter 
what assistance she ha·s. 61 A we 11-qua lif ied teacher may 
still be by far the most important factor in any reading pro-
gram. 62 
Even with the best teachers and materials there are 
some pupils who have difficulties learning to read. The an-
swer to the problem why some pupils become efficient readers 
and appreciate good literature while others remain deficient 
and never enjoy reading, lies in the basic factors contribu-
ting to reading success. These include mental, physical, 
social, emotional and educational factors. Especially in 
readiness these factors must be considered. 
In 1962, Smith was optimistic about reading and com-
mented: 
"My final evaluation of American reading ins~ruction 
is that in terms of new techniques, new materials and of 
statistical data we have made excellent progress during · 
the last two decades. We have no occasion for chagrin. 
lie should be proud, very proud of our accomplishments. rr 63 
Yet only a year later, in the Harvard Report on read-
ing in elementary schools, Austin reported that after 
60Morton Botel, "l~e Need a Total Approach to Reading," 
The Reading Teacher, XIII (April, 1960) pp. 254-57. 
61Roma Gans, 11T.here Is No Best Way To Teach Children 
How To Read," Grade Teacher, LXXXII (November, 1964), p. 42. 
62Rothrock, loc. cit. 
63smi th, "Evaluating Reading Instruction in American 




fifty-one school systems were visi~ed plus fourteen more in 
the supplementary study, and after having made observations 
in about two thousand classrooms, it was concluded that read-
ing instruction today is at best mediocre and "not currently 
designed to produce a future society of future readers. n64 
I~ The First R many recommendations have been made, which if 
followed, should result in more effe~tive teaching of read-
ing. Some of the most urgent recommendations were to provide 
the following: (1) "a challenging developmental program for. 
all children, (2) better provisions for individual differ-
ences, (3) more stimulating programs for gifted readers, (4) 
improved teacher preparation, (5) more effect"ive leadership 
at the administrative level."65 
Summary 
Reading as the "keystone" to education is being ex-
amined today as never before by the general public. In order 
to understand the evolutional process in reading, various 
organizational plans and approaches ·must be considered. 
England's Monitorial System and Germany's system of 
placing pupils in grades, aimed to instruct all without tak.ing 
into consideration individual differences. Various plans 
attempted to break this "lockstep.'' 
Curren~ly many pupils are arranged in two or three 
groups within their grade level according to achievement in 
64Au~tin, loc. cit., p. 2. 
~5Ibid., pp. 2-8 • 
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reading. Other groupings are based on interests, social ma-
turity, ability and skills needed. 
For this study the most relevant organizational sys-
tem is the one reported by Floyd and known as the Joplin Plan. 
It is a cross-grade plan th~t inc~udes a well-organized 
method of teaching reading. Research has presented divergent 
reports concerning the results of this approach. 
Recently new beginning approaches to reading have been 
introduced. These include the Initial Teaching Alphabet, the 
Diacritical Marking System, and Words in Color. The strict . 
phonetic approach is typified by the Hay-Wingo method. The 
linguistic approach as begun by Bloomfield is another method. 
Finally, there is the language experience approach. 
Other approaches used as the pupil progresses are the 
topical unit approach, and the programed instruction approach. 
Results thus far for all these different approaches are in-
definite since the amount of research done is far from ad-
equate. 
The approach still used most widely in this country 
is the Basal Reading Program. It is a balanced and well-or-
ganized approach. If it appears restricted it is because of 
the way the materials are handled. 
Invididualized reading has many values and is being 
carefully scrutinized at the present time. Experiments com-
paring these different methods have had varying results. No 
matter in what the organization, approach, or materials con-
, sist, the most important factor in any reading program is the 
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teacher. However, because of other considerations which in-
volve mental, physical, social and educational factors, a 
pupil may experience difficulty learning to read. A total 
approach using the best of all methods may be the answer to 
improved reading . instruction. 
Finally, despite contradictory views, in evaluating 
progress in reading today in this country it was found that 
instruction is mediocre. The Harvard Report made many sug-
gestions to improve it, which if followed should result in 
greater success in teaching reading. 
CHAPTER III 
PROCEDURE 
The purpose of this work was to make a comparative 
study of the effectiveness of the Chicago Archdiocesan Read-
ing Program and General Reading Programs as used in the sub-
urbs, on the basis of reading status of the pupils included. 
Description of the Chicago Archdiocesan 
Reading Program 
The Chicago Archdiocesan Reading Program was inaugu-
rated in order to aid the teacher to help each child grow in 
reading skill and interest to the limit of his ability. A 
second purpose concerned directly with the child was to help 
him gain more information and pleasure from the printed page. 
Because of th~ large number of children, especially in the 
inner city classrooms where the population was highly tran-
sient and the reading ability differed greatly, a plan was 
needed to reach every child. 
Under the direction of the Franciscan Sisters who 
staff The cardinal Stritch College such a program was begun 
in the summer of 1955. In this plan pupils are grouped in 
all grades through standardized reading test scores, teacher 
judgment and an informal reading inventory. In the primary 
program where differences are not so great, and teacher 
• preparation not so heavy in other areas, three groups were 
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formed within each classroom. 
Interclass grouping based on the Joplin Plan which 
provides for multiple-grade grouping according to grade level 
was used in grades four to eight. Each teacher is assigned 
two groups, a basic one and one lower reading level. The 
period lasts one hour during which the teacher alternates be-
tween groups in twenty-minute periods. All move to one class-
room in which their levels are taught. In the suburbs only 
small grouns of pupils participate in interclass grouping, 
since the need is not ·so great. 
The grouping is flexible. If a puoil has mastered 
certain skills he may be advanced, or, if it is felt he is on 
a level too difficult for him, a change in grouping is made 
after the reasons for such action are discussed with him. 
From the beginning of the program it was realized · 
that, in the words of Austin, "Essential in any school system, 
regardless of size, location, or the excellence of its staff, 
is a well-planned, continuous program of in-service education 
in reading." 1 Because of the terrific turnover in faculty 
and in those in administrative positions, there has to be con-
stant provision made for training. Thus, both those who are 
new to the program and those who have had no previous teach-
ing experience benefit from the in-service program offered in 
collaboration with The Cardinal Stritch College, De Paul 
University, and Loyola University. 
Orientation of new teachers and in-service training 
1 Mary C. Austin, "In-Service Reading Programs," The 
&eading Teacher, XXIX (March, 1966), pp. 406-9. 
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of experienced teachers was only one of the services offered 
by the archdiocesan reading consultants. Robinson speaks of 
the consultant as a "key figure in the reading program who, 
because of specialized training, will be able to be aware con-
stantly of new developments in organizational procedures, 
methods of teaching and in new materials. 112 The archdiocesan 
reading consultants, in addition to this, assist in setting 
up the program in any school in which the principal requests 
it. They carry on conferences with individual teachers, give 
classroom demonstrations, administer individual psychological 
and reading tests when necessary, and interpret the Reading 
Program to the public. They also .ass·ist in formulating bulle-
tins and suggesting aids. During the summer they supervise 
the remedial reading classes which were begun in the summer 
of 1955. 
In the fall of that year two schools began a pilot 
program. Today there are more than 350 schools with 235,152 
' 
pupils on the program. Moreover, 600 teachers have taken the 
Archdiocesan Reading Course. Through special training 380 
master teachers qualify to serve as reading coordinators in 
their respective schools.3 
2Helen M. Robinson, "Looking Ahead in Reading," ed. 
Helen M. Robinson (Supplementary Educational Monographs, 
No. 95; Chicago: University of Chicago Press, 1965), p. 226. 
3Interview with Sister M. Edwin, s.c.c., coordinator 
of the Archdiocesan Reading Service, ~~rch 5, 1967. 
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Description of the General Reading Program 
The schools not using the Archdiocesan Reading Pro-
gram use the same basic series of books, the Faith and Free-
dom readers. However, whereas the schools on the Archdiocesan 
Reading Program use other series for their remedial groups, 
the schools not using this program employ the Faith and Free-
dom series for all groups. In addition to this material, in 
the second grades many other materials such as the Hay-Wingo 
Phonics and the Reardon Phonic Sheets have been tried during 
the past five years. In the fourth and seventh grades the 
S.R.A. Reading Laboratories are being used frequently. Also 
in two of the seventh grades, the Reader's nigest Supplemen-
tary material is being employed. The structure in these 
schools is so loose that the individual teacher is at liberty 
to experiment in almost any way she wishes. There is intra-
class grouping in some classes in these schools, but, in one 
large school,grouping was homogeneous so that pupils of simi-
lar reading ability were together in .one classroom. There is 
no interclass grouping of any kind. Their reading supplies 
and records are rather limited as compared with the schools 
on the Archdiocesan Reading Program. There is no consultant 
service and no in-service training. The organizational 
structure is loose and the success of reading instruction de-
pends on each individual teacher for its effectiveness. 
40 
The Evaluative Status Study 
The Preliminary Preparation 
It was strongly desired that the inner city schools 
for which the plan was originated be used in this evaluation. 
However, because of the transient population this did . not 
prove feasible. Therefore, it was decided to use suburban 
schools instead. 
Since there is a wide variation in the socio-economic 
background and in parental education even among the various 
suburbs, it was considered necessary first to equate the 
schools chosen on these two factors. In order to do this the 
Illinois Census Tract was used to find the average yearly in-
come and the average parental educational status of the 
tracts in which these schools were located. On this basis 
schools within comparable tracts were chosen. The study 
finally included four schools using the Archdiocesan Reading 
Program referred to throughout this study as the ARP schools 
and four schools using General Reading Programs referred to 
as GRP schools. 
Collecting the Data 
In order to gather the data each school had to be 
visited. In the schools using the ARP, the archdiocesan 
reading record cards for each pupil were utilized. 4 M.A., 
I.Q., vocabulary meaning, paragraph meaning and total read-
in.g scores are recorded on these cards. This information was 
4see Appendix I. 
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basic to this study. The date from the schools not using the 
program were obtained from office records including composite 
I.Q. and M.A. sheets and composite class reading sheets. 
The four ARP schools finally chosen for this study 
had been on the program at least five years. Most of the 
teachers had experienced the in-service training offered and 
were thoroughly familiar with the program. 
It was necessary next to choose a representative 
sampling of the student population. One of the primary, in-
termediate, and upoer grades would be necessary for an ad-
equate overall picture. Grades seven, four and two were 
chosen, since an I.Q. test is customarily administered during 
the course of the year to these classes. Thus, the I.Q. 
tests would have been administered close in time to the read-
ing achievement tests. 
The I.Q. test that was employed was the Otis Quick-
Scoring Mental Ability Tests: New Edition, 1954, Beta Test, 5 
form EM for the seventh grade, and the Alpha AS for the 
fourth and second grades. The test yields a measure of gen-
eral intelligence as well as mental age scores. It is easily 
administered, corrected and scored. 
The Stanford Achievement Test, 1963 edition, 6 was ad-
ministered in April, 1966. The part that tested reading 
5Arthur s. Otis, Otis Quick-Scoring Mental Ability 
Test (New York: Harcourt, Brace and World Book Company, 
n54). 
6Truman L. Kelly, et al., Stanford Achievement Test 
(New York: Harcourt, Brace and World Book Company, 1963). 
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achievement included a vocabulary meaning score, a paragraph 
meaning score and a total reading score for grades four and 
two. However, the paragraph meaning score is the only one 
given for seventh grade so the comparison was made only on 
that basis. 
Statistical Treatment of Data 
The data collected were tabulated and carefully ana-
lyzed. The t-test was used in equating the groups on ~r.A·. 
and I.Q., as also later to determine if there were any sig-
nificant differences in vocabulary meaning, paragraph meaning 
and total reading scores obtained by the pupils in fourth and 
second grades using the ARP and in the same grades using gen-
eral reading programs. 
Furthermore, in order to determine which group seems 
to profit most from the reading program, the seventh, fourth 
and second grades were divided into varying intelligence 
groups. The limits of these groups, termed upper (120 and a-
bove), middle (100-119) and lower (99 and below), were some-
what different from those usually found in studies, since the 
suburban population has higher I.Q.•s than does the average 
intelligence range groups. 
Equating the Groups 
After the groups had been found to be equivalent as 
regards socio-economic background and parental education 
through the use of the Illinois Census Tract: 1960, it was 
necessary to equate them on the basis of mental age and I.Q. 






MEAN MENTAL AGES AND INTELLIGENCE QUOTIENTS FOR GRADE SEVEN 
IN SCHOOLS USING THE ARCHDIOCESAN READING PROGRAM 
AND SCHOOLS USING GENERAL READING PROGRAMS, 
APRIL, 1966 . 
Mean SD SEM Diff. SED 
ARP GRP ARP GRP ARP GRP 
n=J71 n=401 n=370 n=401 n=J71 n•401 
174-40 173 .)5 17.67 17-40 .92 .81 1.05* 1.27 









and the moan intelligence quotients for the seventh grade 
using the Archdiocesan Reading Program (ARP) and those using 
the General Reading Programs (GRP). An analysis of this table 
shows that the mean mental age of the former group was 174.40 
months, while for the latter it was 173.35 months. The d~f­
ference between the means was not significant as the t-ratio 
of .83 indicates. However, it was in favor of the schools 
using the ARP. 
On the other hand, the difference in mean intelligence 
quotients between the schools using the ARP and those using 
GRP was (113.60 and 114.25) in favor of the schools using the 
General Reading Programs. Again the t-ratio of .65 indicated . 
that the difference was not significant statistically. The 
two groups were, therefore, considered equivalent as regards 
mental age and intelligence quotient since no significant dif-
ference existed between them. 
In Table 2 are shown the mean mental ages in months 
and the mean intelligence quotients for the fourth grades 
using the ARP and those using the GRP. Upon examining this 
table it can be observed that the mean mental age of the group 
using the ARP was 132.30 months, while for the GRP schools it 
was 134.93 months. The difference was not significant as the 
t-ratio of 1.85 indicated. However, in this case, the dif-
ference definitely favored the schools using the GRP. 
The difference in mean intelligence quotients (108.89 
and 110.33) of the fourth grades using the ARP and those 
using the GRP was also found to be statistically insignifi-






MEAN MENTAL AGES AND INTELLIGENCE QUOTIENTS FOR GRADE FOUR 
IN SCHOOLS USING THE ARCHDIOCESAN READING PROGRAM 
AND SCHOOLS USING GENERAL READING PROGRAMS·, 
APRIL, 1966 
Mean SD SEM Diff. SED 
ARP GRP ARP GRP ARP GRP 
n=374 n=384 n=374 n=384 n=374 n=374 
132.30 134.93 19.87 19.19 1.03 .98 2.6j* 1.42 








are said to have been equated as regards M.A. and I.Q. 
In trying to equate the second grades using the ARP 
and those using GRP, a significant difference was found be-
tween the means of the mental ages of the two groups (101.46 
and 104.10), as indicated by the t-ratio of 2.75. The dif-
ference favored the schools using the GRP. However, since 
there was a larger number for the schools on the ARP, scores 
were eliminated from this group. In Table 3 are indicated 
the results found after this elimination. As is seen, the 
difference in mean mental ages between the schools using the 
ARP and those using GRP (102.16 and 104.10) months, is still 
in favor of those on the GRP. However, it is insignificant 
as is seen by the t-ratio of 1.53. The two groups, therefo~e, 
were considered equivalent as regards mental age. 
The data show the difference between mean intelligence 
quotients of the schools on the ARP and those on GRP (114.69 
and 116.01). Although the difference still definitely favors 
the GRP group, it is insignificant as is indicated by the 
t-ratio of 1.48. The two groups were considered to be equiv-
alent as regards intelligence quotients since no significant 
difference existed between the means of the two groups. 
Summary 
The primary purpose of this study was to evaluate the 
effectiveness of the Chicago Archdiocesan Reading Program and 
other reading programs on the basis of the reading status of 
the pupils involved. Since the inner-city student population 






MEAN MENTAL AGES AND INTELLIGENCE QUOTIENTS FOR GRADE TWO 
IN SCHOOLS USING THE ARCHDIOCESAN READING PROGRAM 
AND SCHOOLS USING GENERAL READING PROGRAMS, 
APRIL, 1966 
Mean SD SEM Diff. SED 
ARP GRP ARP GRP ARP GRP 
n=401 n=401 n=401 n=401 n=401 n=401 
102.62 104.10 14.24 13.17 -71 .66 1.43* .97 








study. A comparison was made between the seventh, fourth and 
second grades in four schools using the Archdiocesan Reading 
Program and four schools using the general reading program. 
The groups were equated on the basis of socio-economic back-
ground and parental education by using the Illinois Census 
Tract from which the average yearly · incone and average par-. 
ental educational status was found for the various tracts in 
which the schools were located. On this basis schools within 
comparable tracts were chosen. Further equating was accom-
plished by using the I.Q. and M.A. scores obtained from the 
Otis Quick-Scoring Mental Ability Tests. 
After the groups were equated, a comparison was made 
of the resulting scores on the Stanford Achievement Test. The 
t-test was applied to determine significance of differences 
between the seventh, fourth and second grades as a total · 
group, and between pupils of upper, middle and lower intelli-
gence levels. 
CHAPTER IV 
INTERPRE1'ATION OF RESULTS 
The principal purpose of this statistical study was 
to compare the effectiveness of the Chicago Archdiocesan 
Reading Program and General Reading Programs on the basis of 
the reading status of ~he pupils involved. Since the inner-
city student population is so transient, it was decided to 
use schools in the suburbs for the study. Four schools which 
have been using the Archdiocesan Reading Program (ARP) for 
at least five years and four schools using a General Reading 
Program (GRP) were chosen because of similar socio-economic 
backgrounds and parental education. 
on a status basis for April, 1966. 
The comparison was made 
It was felt that this 
would give a more longitudinal aspect to the study. In a~l, 
over one thousand children in grades seven, four and two 
using the Archdiocesan Reading Program were compared with 
over one thousand children in the same grades using General 
Reading Programs. The groups were found to be equivalent 
by means of the t-test. 
Uniform tests were used throughout the school system. 
Therefore, it was possible to compare the two groups and de-
termine through the use of the t-test if the means of the 
paragraph meaning scores of the seventh grades, and the vocab-
ulary, paragraph, and total grade scores of the fourth and the 
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second grades using the ARP and GRP were significantly dif-
ferent. Further evaluation was made by studying the effects 
of the program on children in the various intelligence 
groups within the seventh, fourth and second grades. 
Beside~ determining whether significant differences 
existed between the pupils in schools using the programs and 
those not using it, if a difference was found favoring the 
pupils in schools not on the program, it was suggested that 
an investigation be carried on to ascertain the reason why 
the general reading program was producing better results. 
Comparison of Archdiocesan and General 
Reading Programs for Total Groups 
Grade seven--In Table 4, the means, standard devia-
tions and t-ratio are recorded for paragraph meaning for the 
four schools using the Archdiocesan Reading Program and the 
four schools using general reading programs. It would have 
been difficult to predict which group would be better on the 
basis of ?>r.A. or I.Q. Upon referring to Chapter III, Table 
1, it can be noticed tha~, although the seventh grades using 
the ARP have a higher M.A. mean than those not using it 
(174.40 and 173.35 months), the opposite is true of the means 
of the I.Q.'s (113.60 and 114.25).1 Therefore, a large dif.-
ference in favor of either of the two groups would indicate 
greater effectiveness of the program used. Such a signifi-
cant difference was found since the ARP schools obtained a 
mean grade score of 9.574 while the mean grade score of the 





COMPARISON OF READING ACHIEVEMENT IN PARAGRAPH MEANING ON 
THE STANFORD ACHIEVEMENT TEST OF GRADE SEVEN IN 
SCHOOLS USING THE ARCHDIOCESAN READING PROGRAM 
AND SCHOOLS USING GENERAL READING PROGRAMS, 
APRIL, 1966 
Mean SD SEM Diff. SED 
ARP GRP ARP GRP ARP GRP 
n=J?l n=401 n=J?l n=401 n=J?l n=-401 











GRP schools was 9.218. This reveals a difference between 
means of three and one-half months, significant at the .05 
level of confidence. These four seventh grades which are 
52 . 
using the Archdiocesan Reading Program show some superiority 
over the seventh grades which are using a general reading pro~ 
gram. The data of this compairson indicate that in this as-
pect of reading, the Archdiocesan Reading Program seems to be 
more effective at the seventh grade level. 
Grade four--In Table 5 the results of a comparison of 
reading achievement in vocabulary, paragraph, and total mean-
ing grade scores are given. In referring back to Table 2, in 
Chapter III, although the differences in both the M.A. (2.63 
months) and I.Q. (1.44 points) are in favor of the fourth 
grades using the general reading programs,2 they are not sta-
tistically significant. Considering this, it might be thought 
that if there would be a difference in the means it would 
favor the' fourth grades using the general reading programs. In 
analyzing the vocabulary meaning scores of the fourth grades 
using the ARP and those using GRP, a difference (.157) was 
found in favor of the former. However, the difference was 
found to be statistically insignificant as indicated by 
. 
t-ratio of 1.72. 
Although the paragraph meaning scores favored the ARP 
group slightly, the t-ratio of 1.54 confirmed that the dif-
ference was statistically insignificant. 
The difference in the total reading score means of 
2 Supra, p. 45. 
TABLE 5 
COMPARISON OF READING ACHIEVEMENT IN VOCABULARY MEANING, PARAGRAPH 
MEANING AND TOTAL READING ON THE STANFORD ACHIEVEMENT TESTS 
OF GRADE FOUR IN SCHOOLS USING THE ARCHDIOCESAN 
READING PROGRAM AND SCHOOLS USING GENERAL 
READING PROGRAMS, APR.IL, 1966 
Mean SD SEM Diff. SED t-
Tests ratio 
ARP GRP ARP GRP ARP GRP 
n=374 n=3g4 n=374 n=3g4 n•374 n•3g4 
Vocabulary 
5.69g 1.3og .06g .060 .157* Meaning 5.541 1.177 .091 1.72 
Paragraph 
5.675 1.466 .163* Meaning 5.512 1.439 .075 .075 .106 1.54 









.136 months between the ARP and the GRP groups favored the 
ARP group but was not statistically significant. Comparison 
of scores showed a difference of about one and one-half 
months in the vocabulary, paragraph meaning and total reading 
scores in favor of the schools on the ARP, despite the fact 
that the mean M.A. and I.Q. favored the fourth grades on the 
GRP. Although no definite conclusions can be drawn, this may 
indicate a trend in these classes. 
Grade two--Comparison of the mean achievement in vo-
cabulary meaning, paragraph meaning and total reading for the 
second grades is shown in Table 6. In trying to equate the 
two groups a significant difference was found in favor of the 
schools on the general reading program. By elimination of 
scores equivalent groups were finally obtained. Both the dif-
ferences between the mean M.A.'s and I.Q.'s, though favoring 
the GRP schools, were insignificant. It was to be expected 
that on this basis the vocabulary, paragraph, and total 
t-ratio is not significant and reading grade scores would 
favor the schools on the general reading program, and they 
did in all three areas. In vocabulary the difference between 
the means (3.006 and 3.111) was small (.051) and statistically 
insignificant. When the paragraph score means (3.096 and 
3.247) were examined a difference of .151 months, significant 
at the .01 level of confidence, was found. Such a difference 
could not be expected to occur by chance more than once in a 
hundred times. It was concluded that the four schools using 
the general reading program made greater gains in paragraph 
meaning than did the schools on the Archdiocesan Reading 
TABLE 6 
COMPARISON OF READING ACHIEVEMENT IN VOCABULARY MEANING, PARAGRAPH · 
MEANING AND TOTAL READING ON THE STANFORD ACHIEVEMENT TESTS 
OF GRADE TWO IN SCHOOLS USING THE ARCHDIOCESAN 
READING PROGRAM AND SCHOOLS USING GENERAL 
READING PROGRAMS, APRIL, 1966 
Mean SD SEM Diff. SED t-
Tests ratio 
ARP GRP ARP GRP ARP GRP 
n=-401 n=401 n=401 n=401 n=401 n•401 
Vocabulary 
3.006 .766 .038 .05!* .85 Meaning 3.111 .900 .045 .059 
Paragraph 
3.096 .1st* Meaning 3.247 .777 .8)5 .039 .042 .057 2.65 








Program. They were about one and one-half months ahead of 
the schools using the ARP in paragraph meaning and a little 
more than one month in total reading. 
Analysis of Comparison of Specific 
Intelligence Groups 
56 
A second major objective of this investigation was to 
determine the effectiveness of the Archdiocesan Reading Pro-
gram on pupils of varied intelligence. Therefore, each 
group, the seventh, the fourth and the second grades using 
the ARP and those using the GRP, were divided into three sub-
groups based upon intelligence quotients obtained from the · 
Otis Quick-Scoring Mental Ability Tests administered in grades 
seven, four and two at the beginning of the school year. 
Those pupils whose I.Q. scores ranged from 120 and up were 
placed in the upper I.Q. group. · The average intelligence 
group had an I.Q. range from 100 to 119. The lower intel-
ligence group included the I.Q.'s from 99 down. The range . 
for the three groups is not that which is usually found, since 
the suburban pupils have higher I.Q. •s than their city or · 
rural counterparts. 
~rade seven intelligence groups--Table 7 contains the 
results of the three ~roups on the basis of intelligence 
quotients for grade seven in schools using the ARP and in 
schools using GRP. The mean I.Q.'s for the upper groups 
were found to be 125.45 and 125.80 with an insignificant dif-
ference of ~35. For the average group (100-119 I.Q.) the 
difference of .43 points between the means was again inslg-
nificant as indicated by t-ratio of .aa. The lower group 
TABLE 7 
MEAN INTELLIGENCE QUOTIENTS OF INTELLIGENCE GROUPS FOR GRADE SEVEN 
IN SCHOOLS USING THE ARCHDIOCESAN READING PROGRAM 
AND IN SCHOOLS USING GENERAL READING PROGRAMS, 
APRIL, 1966 



























SEM Diff. SED ratio Level 
.41 .J5** .59 .59 Insig. .42 
-35 ·43** ·49 .88 Insig. .34 
-79 .49* -93 .53 Insig. 1.00 
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(83-99 I.Q.) . showed a difference of .49 between the means 
(94.25 and 93.76) with a t-ratio of .53 indicating an insig-
nificant difference. It was to be expected that if there was 
a difference it would probably favor the seventh grades in 
the schools on the GRP in the upper and middle ability groups 
and favor the seventh grades on the ARP in the lower ability 
group. 
In Table 8 the overall results for each of the in-
telligence groups in paragraph meaning which favored the 
schools on the ARP is shown. In analyzing the table further 
it can be s~en th~t the mean of the schools using the ·ARP and 
the schools using GRP of the superior groups of (11.199 and 
10.920) indicate a difference in favor of the seventh grades 
on the ARP. The t-ratio is 1.80 indicating that the differ-
ence is insignificant. At the same time it is to be noted 
that there is a difference favoring the schools on the ARP of 
three months when the means of the two groups are compared. 
The means of the middle I.Q. groups' (9.691 and 9.448) show 
a difference of .243 which favored the ARP group but was not 
statistically significant. The mean scores of the average 
intelligence groups at the seventh grade level show a differ-
ence of approximately two and on-half months in favor of the 
schools using the ARP. 
It is in the lower I.Q. group that there is the 
greatest difference (.684) between the reading grade score 
means-more than six months. This difference was significant 
at .05 level of confidence as indicated by the t-ratio of 
2.28 in favor of the ARP group. It was also noted that here 
there was more than six months difference in favor of the 
. -· -
TABLE 8 
COMPARISON OF PARAGRAPH MEANING SCORES ON THE STANFORD ACHIEVEMENT TEST 













ARCHDIOCESAN READING PROGRAM AND IN SCHOOLS 
USING GENERAL READING PROGRAMS, 
APRIL, 1966 
N Mean SD SEM Diff. SED 
109 11.199 1.117 .108 .279* .155 120 10.920 1.215 • 111 
230 9.691 1.727 .114 .243* .172 252 9.448 2.046 .129 
32 6.522 1.202 .212 .684* .300 29 5.838 1.244 .235 
t- Confidence 
ratio Level 




schools using the ARP. Thus it may be concluded that the 
seventh grade pupils of all three intelligence groups bene-
fited by the ARP but the lower intelligence group benefited 
most from the Archdiocesan Reading Program. This would be ex-
pected because the Archdiocesan Program focuses spec1.a1 
attention on the reading levels of pupils, giving an advantage 
to those below grade level who can be reached best by begin-
ning instruction at their level. 
Grade four intelligence groups--In Table 9 is shown 
the mean intelligence quotients for grade four in schools 
us'ing the ARP and in schools using general reading programs. 
In the upper group (120-149 I.Q.) the difference between the 
means (125.2 and 126.0) was nearly eight points (.79) which 
was insignificant although favoring the fourth grades in the 
schools not using the Archdiocesan Program. In the middle 
group (100-119) the difference between the means was .64, . 
which was insignificant but favored the GRP. There was a dif-
ference of .39 between the means of the lower intelligence 
groups, which is insignificant as indicated by t-ratio of .38. 
This pattern follows that found in the seventh grades. 
If a difference would result, it would be expected to favor 
the fourth grades in the schools not on the program for the 
upper and middle groups at least. However, upon examining 
the results a trend in favor of the schools on the ARP can 
be observed. 
In Table 10 is shown a comparison of vocabulary 
scores. The means of the upper ability groups (6.625 and. 
6.563) differ slightly (.062). The vocabulary grade score 
TABLE 9 
MEAN INTELLIGENCE QUOTIENTS OF INTELLIGENCE GROUPS FOR GRADE FOUR 
IN SCHOOLS USING THE ARCHDIOPESAN READING PROGRAM 
AND IN SCHOOLS USING GENERAL READING PROGRAMS, 
APRIL, 1966 



























SEM Diff. SED ratio Level 
.72 .79** .92 .86 Insig. .58 
.36 .64** .51 1.25 Insig • • 36 
.68 .•39* 1.03 .38 Insig. .78 
"' o. 
TABLE 10 
COMPARISON OF VOCABULARY MEANING SCORES ON THE STANFORD ACHIEVEMENT TEST 
OF INTELLIGENCE GROUPS IN GRADE FOUR IN SCHOOLS USING THE 
ARCHDIOCESAN READING PROGRAM AND IN SCHOOLS 
USING GENERAL READING PROGRAMS, 
APRIL, 1966 
Intelligence t- Confidence 
Groups N Mean SD SEM Diff. SED ratio Level 
120-149 
ARP 61 6.625 1.206 .156 .062* .208 .30 Insig. GRP 76 6.563 1.198 .138 
100-119 
ARP 243 5-744 1.230 .079 .226* .105 2.15 .05 GRP 245 5.518 1.067 .069 
72-99 
ARP 70 4-730 .981 .118 .076* -GRP 63 4-654 -945 .120 .168 -45 Insig. 
*Favors ARP 
62 
means of the middle group differ by .226 resulting in a 
t-ratio of 2.15 which shows the difference to be significant 
at the .05 level of confidence in favor of the schools on 
the ARP. The vocabulary grade score means of the lower 
ability group (4.730 and 4.654) differ by .076 month. This 
difference is insignificant. In examining the grade months 
superiority of the schools on the ARP over those not using 
the program, there is very little difference in the upper · 
and lower groups and about two months difference in the mid-
dle groups. There is no decisive superiority of one group 
over the other. The average groups of the ARP seem to have 
benefited the most fro~ vocabulary development. 
When Table 11, which shows the comparison of para-
graph meaning scores is analyzed, the results seem note-
worthy. Upon recalling that the means of the upper and mid-
dle intelligence groups on the fourth grade level favored 
the schools on GRP it seems meaningful that the mean scores 
of these two groups show significant differences in favor of 
the schools on the ARP. The upper groups' means (6.848 and 
6.330) show a difference of .518 significant at the .05 level 
of confidence by a t-ratio of 2.30. Almost six months' d.if-
ference is shown, favoring the fourth grad~on the ARP. Al-
though the middle group shows a lesser difference (.316) be-
tween the means (5.754 and 5.438), the t-ratio of 2.72 in-
dicates that the difference is significant at the .01 level 
.of confidence. There is three months superiority in para-
graph meaning achievement in favor of the schools on the 
ARP. The difference between the mean score of the lower I.Q. 
TABLE 11 
COMPARISON OF PARAGRAPH MEANING SCORES ON THE STANFORD ACHIEVEMENT TEST 












• • Favors ARP 
: ARCHDIOCESAN READING PROGRAM AND IN SCHOOLS 
USING GENERAL READING PROGRAMS. 
APRIL. 1966 
N Mean SD SEM Dif£. SED 
61 6.848 1.443 .186 .518* .226 76 6.330 1.110 .128 
243 5.754 1.242 .o8o .316* .116 245 5-438 1.312 .084 







groups was .221 favoring the schools on the ARP. The two 
months superiority of this group over those using GRP was not 
significant. Thus, the data on this table indicate that in 
the upper and middle intelligence groups of the fourth grades 
included in this study there seem to be significantly bene-
ficial results in the comprehension training given by the 
ARP. 
From Table 12 a comparison of total reading scores of 
the various intelligence groups in grades four in schools 
using the ARP and schools using general reading programs can 
be made. The total mean reading scores for the upper ability 
group was 6.834 for the schools ·on the ARP, and 6.563 for 
schools on GRP with a difference of .271. These data were 
considered statistically insignificant (t-ratio, 1.54). For 
the middle group the means were 5.751 and 5.529 with a dif-
ference of .222. This time the t-ratio of 2.18 indicated · 
significance at the .05 level of confidence. With reference 
to the lower I.Q. groups the test revealed a difference of 
.136 between the mean~ favoring the ARP schools. This dif-
ference is not appreciable and can be considered insignifi-
cant on the ba'sis of the t -ratio of • 95. Therefore, the one 
finding on the fourth grade level which seems to be somewhat 
indicative ~f the superiority of the ARP over general reading 
programs employed was in total reading scores of the middle 
group where a little more than two months difference in 
achievement favors the fourth grades on the ARP. 
Grade two intelligence groups--In Table 13 is shown 
the mean intelligence quotients for different ability groups 
TABLE 12 
COMPARISON OF TOTAL READING SCORES ON THE STANFORD ACHIEVEMENT TEST 
OF INTELLIGENCE GROUPS IN GRADE FOUR IN SCHOOLS USING THE 
ARCHDIOCESAN READING PROGRAM AND IN SCHOOLS 
USING GENERAL READING PROGRAMS, 
APRIL, 1966 
Intelligence t- Confidence 
Groups N Mean SD SEM Diff. SED ratio Level 
120-149 
ARP 61 6.834 .856 .110 .271* .176 1.54 Insig. · GRP 76 6.563 1.198 .138 . 
100-119 
ARP 243 5-751 1.170 .075 .222* .102 2.18 .05 GRP 245 5.529 1.071 .069 
72-99 
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SEM Diff. SED ratio Level 
.65 .02* .89 • 02 Insig • .61 
-33 .7o** .50 1.40 Insig. 
-37 
-49 .99* .65 1.52 Insig. .43 
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in grades two in schools using the ARP and in schools using · 
GRP after elimination of scores in both the lower and middle 
I.Q. groups, so that those groups could be equated. (In the 
lower I.Q. groups, since the second grades on the GRP had a 
larger N, scores were eliminated from that group. In the mid-
d~e group, the second grades on the ARP had a larger N, so 
scores were eliminated from that total.) 
The difference in the upper intelligence groups was 
very insignificant as the t-ratio of .02 showed. In the mid-
dle intelligence group the difference was in favor of the · 
schools using GRP. Here the difference of .70 was insignifi-
cant as is seen by the t-ratio of 1.40. The lower ability 
groups showed a difference of .99 which was also statistically 
insignificant. Since the scores were not significantly dif-
ferent the groups were considered equivalent. 
An evaluation of the second grade achievement in vo-
cabulary as found in a comparison between four schools using 
the ARP and four schools using general reading programs is 
found in Table 14. In the upper intelligence group there · 
was no difference (.008) in the means of the reading grade 
scores in vocabulary which were 3.360 for the schools using 
ARP and 3.352 for those using the general reading programs. 
For the middle group the difference of .072-less than a month-
was found betw'een the means of the second grades using the 
ARP and those using GRP. This difference favored the GRP 
group but w~s insignificant as indicated by t-ratio of 1.13. 
The vocabulary grade score means for the lower ability group 
(2.480 and 2.611) showed a difference of .131, also 
TABLE 14 
COMPARISON OF VOCABULARY MEANING SCORES ON THE STANFORD ACHIEVEMENT TEST 
OF INTELLIGENCE GROUPS IN GRADE TWO IN SCHOOLS USING THE 
ARCHDIOCESAN READING PROGRAM AND IN SCHOOLS 
USING GENERAL READING PROGRAMS, 
APRIL, 1966 
Intelligence t- Confidence 
Groups N Mean SD SEM Diff. SED ratio Level 
120-149 
ARP 131 3.360 .803 .070 .oo8* .091 .08 Insig • GRP 153 3-352 .723 • 059 
. 
100-119 
ARP 219 2.968 .713 .048 .072** .064 1.13 Insig • GRP 208 3.040 • 616 .043 
. 87-99 
ARP 30 2.480 .673 .125 .131** .163 .80 Insig • GRP 35 2.611 • 614 .105 
*Favors ARP 
** . Favors GRP 
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etatietically inaigniticant. The findings for grade two were 
not ~onclusive, but the vocabulary meaning score was the 
first score that tended to be in favor of the group on the 
GRP. 
In Table 15 is presented a comparison of paragraph 
meaning grade scores for the three intelligence groups of the 
four second grades using ARP and for the four second grades 
using GRP. In the upper ability group the difference slightly 
favored the second grades on the ARP. In the middle ability 
group, it might be expected that ·the scores would favor the 
GRP group which had a slight, but insignificant, superiority 
in intelligence and this time the difference between the 
means of the ARP and GRP is significant at the .01 level of 
confidence in favor of the GRP group. In the lower group it 
might be expected that the paragraph meaning scores would 
favor slightly the schools using the ARP. In comparing the 
means 2.543 for the schools using the ARP and 2.603 for the 
schools using GRP there is a difference of .060. Contrary 
to expectation this difference, though insignificant, was 
slightly in favor of the schools using GRP. 
A comparison of the total reading grade scores of the 
second grades using the ARP and the second grades using GRP 
is found in Table 16. The data relating to the upper intel-
ligence groups show the difference (.032) between the means 
(3.450 and 3.482) to be slightly in favor of the schools using 
the GRP, but insignificant. In the middle ability group, the 
, means of the total reading (2.991 and 3.130) differ by .139 
months which is significant at the .05 level of confidence, 
TABLE 15 
COMPARISON OF PARAGRAPH MEANING SCORES ON THE STANFORD ACHIEVEMENT TEST 
OF INTELLIGENCE GROUPS IN GRADE TWO IN SCHOOLS USING THE 





















USING GENERAL READING PROGRAY~, 
APRIL, 1966 
t- Confidence 
SD SEM Di££. SED ratio Level 
.762 .067 .043* .096 .45 Insig • .$47 • 069 
-74$ .051 .204** .074 2.76 .01 .76$ .053 





CO~~ARISON OF TOTAL READING SCORES ON THE STANFORD ACHIEVEMENT TEST 
OF INTELLIGENCE GROUPS IN GRADE TWO IN SCHOOLS USING THE 
ARCHDIOCESAN READING PROGRAM AND IN SCHOOLS 
USING GENERAL READING PROGRA¥~, 
APRIL, 1966 
Intelligence t- Confidence 
Groups N Mean SD SEM Diff. SED ratio Level 
120-149 
ARP 131 3·450 .729 .064 .032** .088 .36 Insig • GRP 153 3 .. 482 .754 • 061 
100-119 . 
ARP 219 2.991 • 689 .047 .. 139** .. 065 2.14 .05 GRP 208 3.130 .647 .045 
87-99 
ARP 30 2.527 .652 .121 .076** .154 .so Insig. GRP 35 2 .. 603 .556 .096 
**Favors GRP 
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as indicated by the t-ratio of 2.14 and is in favor of the 
GRP. The reading means (2.527 and 2.603) of the lower abil-
ity group differ by .076 month. The t-ratio of .50 indica~es 
this difference to be insignificant. Both the upper and 
lower groups' mean scores based on I.Q. should have favored 
slightly the schools using the ARP. Also, although a dif-
ference in reading favoring the middle ability group could 
have been expected, the fact that it was at the .05 level of 
confidence in favor of the GRP was significant. Thus, the 
results of the three second grade ability groups' reading 
scores favored the GRP. This may have indicated that there · 
was some type of superior training ~n comprehension being 
done in the second grades using GRP. 
Further Investigation 
Since it had been suggested that, if a significant 
difference would be found in favor of the schools not using 
the ARP, the reasons for it should be investigated, these 
schools were immediately contacted again. 
In endeavoring to ascertain the reason far the super-
ior achievement of the second grade GRP middle intelligence 
group students in paragraph meaning and in total reading 
scores, several factors were examined. These included mater-
ials, grouping, time allotted to the teaching of this sub-
ject, teachers' years of experience, preparation for teaching 
reading, and teachers' rating as given by principals and/or 
by supervisors. 
The school in this study with the largest enrollment 
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has added a T.V. Literary Program-a story hour-to its basic 
courses of instruction. In this school the children are 
grouped homogeneously. The best, high average, and average 
pupils are placed fifty in a room, which is the limit in the 
archdiocese--w.hile the retarded are in a class of twenty-five 
pupils. The time devoted to reading in these second grades 
is comparable to that used in the ARP schools. However, in 
the seventh and fourth grades only twenty-five minutes of in-
struction are given in reading plus thirty minutes once a 
week for free reading. There was similar background in 
teacher preparation and in rating on the three levels. In the 
second grades of the second and third schools, they had no 
school-wide grouping so that it depended upon the ingenuity 
of each teacher to provide for individual differences. The 
experiences and rating in this group were practically the same 
throughout. In the fourth school the time and grouping were 
the same as that of the schools using the ARP. The only dif-
ference here was that the second grade teachers had taken the 
ARP courses while the other teachers had not. It sometimes 
happens that teachers presently instructing in GRP schools 
had the course when they were teaching in ARP schools. The 
program is optional. 
In comparing the years of experience in teaching and 
the rating of the teachers in the schools using the ARP and 
those using GRP, a close similarity was found. 
Several possible explanations can be explored for the 
superiority in paragraph meaning of the second grade classes 
using GRP. One could be that meaning is stressed more than 
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phonics. Another reason could be that, although the primary 
teachers' presentation in .both groups is comparable, perhaps 
the intermediate and upper grade teachers' is not. Through 
interviews it can definitely be stated that there is no uni-
form grouping since some do group and some do not. Also the 
time allotment in several instances at the fourth and 
seventh grade levels is less than half that given in the ARP 
schools. Many of the seventh and fourth grade teachers do 
not have as adequate preparation for the teaching of reading 
as do their counterparts using the ARP, or as do their own 
primary teachers. 
No definite general conclusions can be drawn as re-
gards this problem. However, there is a strong indication 
that reading is not stressed in the intermediate and upper 
grades of the schools using general reading programs. It is 
suggested that further research in this area on a broader 
scale might be beneficial. 
Comparison with Former Studies 
In 1961 after the ARP had been in use for five years, 
two studies were conducted to evaluate the program. The 
first study was one conducted in a school in an average socio- . 
economic area.3 The second study was carried on in ·a school 
3Mother Z.!. Bernard Me Nellis, "A Statistical Evalua-
tion of the Effectiveness of the Chicago Archdiocesan Reading 
Program in a School within an Area of Average Socio-Economic 
Status," unpublished MA thesis, Cardinal Stritch College, 
1-!ilwaukee, Wisconsin (1961), p. 59. 
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in a low socio-economic area.4 Both schools had been on the 
program three years at the time. Comparison of mean gains in 
1958, 1959, and 1960 in grades four to eight and five to 
eight respectively in vocabulary, paragraph meaning and total 
reading were studied. The conclusions drawn in both studies 
were comparatively the same. 
1. No definite conclusions could be drawn because of a · 
lack of consistency in results when the total group was 
studied. 
2. The intelligence group which seemed to profit the most 
from the ARP was the lower I.Q. group. This reflects' the 
emphasis given to the problem of retardation. 
3. The average groups favored the program to a lesser 
degree. 
4. The superior group seemed to lack challenge, and 
recommendations were made to give this group an enrich-
ment program. 
Now, six years later there has been another attempt 
to evaluate the program. This time it has been a comparative 
study between four suburban schools using the Archdiocesan 
Reading Program and four suburban schools using general read-
ing programs. h~en the total groups were considered the ARP 
does seem to have benefited the seventh and fourth grades, .. 
but the opposite· was found to be true regarding the 
4sister ~~. Agnes Ann McGowan, "A Statistical Evalua-
tion of the Effectiveness of the Chicago Archdiocesan Read-
ing Program in an Area of Low Socio-Economic Status," unpub-
lished !•IA thesis, Cardinal Stritch College, Uilwaukee, Wis-
consin (1961), p. 76. 
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second grades. 
When the intelligence groups were compared signifi-
cant differences were found. But, due to a lack of consis-
tency of results no general conclusions can be drawn beyond 
the implications that the results of the seventh and fourth 
grade ability groups' scores seem to favor the schools on the 
ARP, while those of the second grades• scores seems to favor 
the schools using GRP. 
Summary 
The principal objective of this study was to evaluate 
the Chicago Archdiocesan Reading Program. For this purpose, 
the seventh, fourth and· second grades of four schools using 
the Archdiocesan Reading Program and four schools using gen-
eral reading programs were equated on socio-economic back~ 
ground, parental education, M.A. and I.Q. scores from the 
Otis Quick-Scoring }fental Ability Test. Using the t-test it 
was possible to ascertain the significance of differences be-
tween the means of the two groups on the results of the Stan-
ford Achievement Test. 
The seventh grade test included only paragraph mean-
ing. The schools using the ARP showed a difference at the 
.05 level of confidence, indicating that in this area the 
ARP schools seemed to be more effective in teaching reading 
than the GRP schools. 
Despite the fact that in fourth grades the mean }!.A. 
and I.Q. favored the GRP schools, in paragraph, in vocabu-
lary meaning, and in total reading, the differences, although 
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insignificant, do favor the ARP schools. 
After eliminating the scores to make the second 
grades equivalent, paragraph meaning, vocabulary meaning, and 
total reading scores favored the GRP schools. The paragraph 
meaning score was significant at the .01 level of confidence. 
A second major objective of this study was to deter-
' mine which, if any, of the three intelligence groups; upper, 
middle or lower was benefited by the Archdiocesan Reading 
Program. In the seventh grade in paragraph meaning the lower 
group showed a significant difference at the .05 level of 
confidence in favor of the ARP schools. The middle fourth 
grade groups' results indicated a significant difference in 
favor of the schools using the ARP in vocabulary meaning. In 
paragraph meaning the upper group mean scores showed a dif- · 
ference significant at the .05 level of confidence in favor 
of the schools on the ARP. The middle group mean scores 
showed a difference significant at the .01 level of confi-
dence. In all groups · in fourth grade in all areas the ARP 
schools were favored • . Although the second grade results . 
favored GRP, the most significant difference was found in 
paragraph mean~ng of the middle ability group. This differ-
ence was at the .01 level of confidence. The total reading 
score for th.e middle group was also found to be significant 
at the .05 level of confidence. 
Upon re-examination of the methods employed by the 
schools using general reading programs, several reasons were 
suggested for the superior! ty in paragraph meaning of the 
second grades on the GRP. Although no definite conclusion 
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could be drawn, there is a strong indication that reading is 
not stressed in the intermediate and upper grades of the 
schools using general reading programs. This problem needs 
further research. 
The results of the present study were compar~d with 
those of two former studies conducted to evaluate the effec-
tiveness of the Chicago Archdiocesan Reading Program. Again, 
due to lack of consistency in the findings, no general con-
clusions could be drawn. 
CHAPTER V 
SUMMARY AND CONCLUSIONS 
This comparative study was undertaken to evaluate the 
effectiveness of the Chicago Archdiocesan Reading Program and 
General Reading Programs as they function in suburban 
schools. In order to do this, a status study was made of the 
reading achievement of pupils in grades seven, four and two 
in four schools using the Archdiocesan Reading Program (ARP) 
and in four schools using the General Reading Programs (GRP). 
The specific objectives of this study were to determine: 
(1) If the stability, the organized plan, the regular classes, 
the consultant services as well as th~ in-service training 
carried on in the Chicago Archdiocesan Reading Program (ARP) 
promote better results in reading than is found in schools 
using General Reading Programs (GRP) and, therefore, not en-
joying these benefits; (2) If there was a significant differ-
ence between the means of the t ota 1 scores, word· meaning 
scores and paragraph meaning score of the total group in the 
schools using the ARP and those not using it; (3) Which; if 
any, of the intelligence groups profited most from the ARP 
as compared with groups within the same intelligence range 
using GRP; (4) If no difference is found, to decide if it is 
worth the expense and work necessary to introduce the pro-
, gram into the remaining schools not on it; . (5) If a 
. t 
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significant difference is found in favor of the GRP schools, 
to· ascertain the reason for this. 
The two groups were equated generally on the basis 
of socio-sconomic background and parental education. They 
were further equated as regards M.A. and I.Q. for which ap-
propriate statistical procedures were used. 
Data were gathered from the records of the school · 
offices. This included the vocabulary, paragraph meaning and 
total reading scores from the Stanford Achievement Test ad-
ministered in April, 1966. The t-ratio was used to determine 
whether the differences in scores of the two groups were sig-
nif !cant·. 
The total seventh, fourth and second grades on both 
programs were divided into three intelligence groups, upper 
with I.Q.'s from 120 and up, middle from 100 to 199 I.Q~, 
and the lower ability group, 99 I.Q. ·and below. The effect 
of the Archdiocesan Reading Program (ARP) and of General Read-
ing Programs (GRP) was studied in each group with the intent 
of comparing vocabulary, paragraph and total scores to see 
the effect of the program on various ability groups. 
Conclusions . 
After having analyzed the data the following con-
clusions were obtained from this study. 
1. On the basis of this study no conclusive generaliza-
tion can be made regarding the overall superiority of the 
Archdiocesan Reading Program over General Reading Pro-
grams except to say that the limited results of this 
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study appear to show the superiority of the ARP over the 
GRP. 
2. There was a definite significant difference in favor 
of the seventh grades using the ARP. 
3. The fourth grade results favored the ARP but not sig. 
nif icant ly. 
4. The second grades showed ·a significant difference in 
paragraph meaning and total reading in favor of the 
schools using GRP. 
5. As far as the ability groups as a whole were con-
cerned; no overall conclusion can be drawn. 
6. In the seventh grade the results of pupils in the 
lower I.Q. group definitely favored the ARP schools. 
7. The middle group in the fourth grades using the ARP 
seemed to have benefited most by the program in all three 
areas, while the upper group benefited also but mainly in 
paragraph meaning. 
8. The second grades using the GRP seemed uniformly 
superior to those using the ARP. 
Implications 
1. Since the program was especially planned for tran-
sient inner-city population it may not have the same 
effectiveness in suburban schools which have fairly 
stable enrollments. 
2. The factors which contribute to the ARP, as the 
organized plan, regular classes, consultant services as 
well as the in-service training, seem to produce 
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superior results in reading when classes have used the 
ARP over longer periods of time. The tendency to. give 
less time to reading and to provide for less differen-
tiation at the upper grades in reading was evident in the 
GRP schools. 
3. Grouping and a sufficient time allotment seemed 
necessary to carry on the successful reading program in-
itiated in the primary grades. 
4. Although some attention has been given to a program 
that will challenge superior pupils, much still needs to 
be done in this area. 
5. It may be necessary to revamp the program in broader 
lines, using an eclectic approach rather than limit it 
to the simple development program presented by the Faith 
and Freedom series .. 
6. There is a strong indication that intermediate and 
upper grade teachers not using the ARP would benefit 
from guidance and in-service training, from adherent 
time allotments for reading instruction. 
Suggestions for Further Study 
As this study progressed a need for further research 
was recognized. Some suggestions are: 
1. A comparative experimental study of mean gains of 
groups of pupils using the Archdiocesan Reading Program 
and pupils using other reading programs within the same 
grades in the same school. 
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2. A wide scale comparative study of reading achievement 
limited to second grade pupils using the ARP and those 
using GRP. 
3. An evaluation of several special programs designed to 
challenge superior students. 
4. A study which would evaluate the ARP in terms of the 
progress made by a limited number of inner city children 
as they transfer from school to school in which the Arch-
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1. The school is equipped with all necessary books and materials for read-
ing instruction. 
2. The Faith and Freedom Series is the basal series. 
3. Reading materials not assigned to any group are kept in a general sup-
ply room and are signed out as needed. 
4. Readers are on a rental basis for economic reasons and to provide for 
flexibilty in grouping. 
5. Children are not permitted to take instructional readers and workbooks 
home for study, nor to keep them in their desks. 
6. Instructional readers are not changed, nor are groups transferred from 
one level to another without the approval of the Reading Consultant. 
7. Every teacher on the staff follows the Archdiocesan Reading Program. 
8. Every teacher attends the workshops held periodically on the teaching 
of reading at her particular teaching level. 
9. Usually teachers above grade three have no more tnan two reading prep-
arations per day. (Clinical cases may need to be provided for.) 
10. Every teacher knows all the steps in the teaching of a reading lesson 
and follows them in proper sequence. 
11. Daily reading plans are carefully made and followed by every teacher. 
12. Each reading period is the required number of minutes in duration. 
13. Each child receives systematic help on his instructional reading level 
five days per week. 
14. Each child in school is able to read his inatructional .reader with some 
fluency and at least 75% comprehension. 
15. A periodic inventory of skills is taken and individualized teaching 
of skills is done when needed . 
I 
16. Children are encouraged to do extensive reading of good books, and a 
trecord of library reading is in evidence of each child. 
17. A planned effort at challenging bright children is made. 
18. In order that children maintain the reading skills of the past year, 
extensive reading during the summer months is encouraged. 
19. The "Record of Instructional Readers" is kept up to date and sent 
with the child's transfer to the receiving school. 
20. In grades one, two, and three the levels and number of grouos in phonics 
are determined by the levels and number of groups in reading. 
21. Each child is sufficiently secure on one level before being advanced to 
the next. 
22. Except in rare cases, children are retained in grade one if they have 
not completed the primer level satisfactorily. 
23. The Faith and Freedom Achievement Tests are given at the end of each 
level wherever possible. 
24. Some provision for acquiring facility in English is made for the 
foreign speaking children. 
25. Parents are informed as to the reading level of each child and the 
progress he is making. 
26. Principals are present for at least a portion of a reading lesson 
as often as possible. 
ARCHDIOCESAN READING PROGRAM OF CHICAGO 
Archdiocesan Reading Service 
I. Introduction 
A. Business men, psychologists, court officials, high school teachers, 
parents, and others point out the need of helping children reach their 
reading capacity. 
B. His Eminence, Cardinal Stritch, had become aware of the need of looking 
into the reading status of the children of this archdiocese and of doing 
sometning about it. 
C. Reasons for revamping the reading program. 
1. Pressure of the Public 
2. Crowded classrooms 
3. Crowded curriculum 
4. Transient population 
5. Foreign element 
6. Greater interest in education than formerly 
7. Need for greater reading efficiency in positions now than formerly 
D. Combination of efforts in Reading Program 
1. Archdiocesan School Board 
2. Schools of the Archdiocese 
3. Facilities of Catholic Charities 
a. Psychological testing 
b. Psychiatric and Counseling service 
c. Vision and hearing screening tests 
d. Reading Consultant service 
e. Financial aid 
II. Purpose of the Program 
A. Academic aspect 
1. Improve the classroom teaching of reading in general. 
2. Supply an administrative method of meeting the reading needs of each 
child in.each classroom. 
3. Bring each child up to his reading capacity. 
B. Social and psychological aspects 
1. Prevent juvenile delinquency by making school a satisfying experience 
2. Develop Catholic citizens and leaders 
III. Administrative aspects of the Program 
A. Steps in inaugurating the Program 
1. The program is explained by a Reading Consultant to groups of 
Principals of various Communities at the request of the respective 
Community Supervisors. 
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2. Individual Principals inform Reading Service of desire to begin the 
Reading Program. 
a. The reading status of the respective school is determined by 
filling in a profile sheet of frequencies of scores of most 
recent standardized reading achievement test. {Five or more 
reading levels are common in each grade above the primary.) 
b. Initial meeting: Program is explained to entire faculty and 
Pastor. (School may be dismissed.) 
c. Grouping is done by Reading Consultant; materials to be used are 
indicated. 
d. Materials are ordered by respective Principal. 
e. Parents are informed by letter from Superintendent. 
f. Demonstration of a two-day reading lesson by a Reading Consultant 
for entire faculty and Pastor. (School may be dismissed.) 
g. Individualized Spelling Program is set up. 
B. Grouping, in all grades according to reading level. 
1. Primary grades 
a. As many groups as needed to provide for all levels. 
b. Large schools group children in rooms according to reading level. 
c. Foreign-speaking children must be grouped for instruction pur-
poses in learning to speak and think in English before being 
exposed to actual book reading. 
2. Intermediate and upper grades 
a. Not more than two reading preparations per teacher. 
b. Permanent groups in classrooms of large schools - preferably one 
basic and one lower reading level in each room. 
c. Partial departmentalization in small schools. 
(1) Those below grade level in reading are pooled according to 
level for reading instruction to conserve teacher preparation 
and to provide maximum instructional time for each level. 
(2) Social age is adhered to as much as possible - upper grades 
are not grouped with primary or intermediate grades, if 
possible. 
d. Group progress 
(1) Generally one level can be completed each semester at primary levels. 
(2) A child may be moved to a higher level before the end of a 
semester provided that he has mastered all the skills needed 
to continue with the next level. 
e. Foreign-speaking children must be provided for. 
C. Materials used in Program 
1. Primary levels 
a. Faith and Freedom Program 
b. Scott, Foresman Program 
c. Other series, if necessary for greater security on a level. 
d. Readers of all series for library reading. 
2. Intermediate and upper levels 
a. Those on reading level of respective grade: 
Faith and Freedom Basal and Literary Readers. {Ginn) 
Workbooks to accompany reader. 
Standard Test Lessons in Reading by McCall-Crabbs. (Bureau of 
Pub., Columbia Univ. Press, N.Y.) 
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b. Those reading below reading level of respective grade: 
Proper level of Faith and Freedom. 
McKee Series. 
Scott Foresman Series. 
Bond Series (Lyons and Carnahan) 
Workbooks to accompany reader. 
Cowboy Sam Series, if needed. 
Standard Test Lessons in Reading, 
or 
Practice Readers by Stone. (Webster) 
c. Foreign-speaking groups: 
Learning the English Language. (Houghton Mifflin) 
d. Spelling, according to spelling level: 
Individualized Spelling 
D. Reading Consultant Service 
92 
1. Co-ordinate the Reading Program in the schools of the Archdiocese. 
2. Tutor a limited number of children severely handicapped in reading. 
3. Be avaliable to classroom teachers of any level for: 
a. Consultation in matters related to reading. 
b. Psychological testing and classroom testing. 
c. Diagnosis of reading disability cases; placement of enrollees. 
d. Demonstration purposee. 
4. Observe classroom teaching of reading. 
5. Meet with faculty members in individual schools. 
6. Hold regional teachers' meetings. 
1. Interpret the reading program to the public. 
IV. Philosophy underlying the Reading Program 
A. Nature of reading and the teaching of reading. 
1. Reading is a complex process of identifying symbols and of bringing 
meaning to them through past experiences. 
2. Reading must be taught, not heard, at every level. 
3. Reading and the extent to which one's reading ability approximates 
his reading capacity affects the human personality. 
4. The successful teaching of reading requires the knowledge of child 
nature, the psychology of reading, and how to bring these two 
together for the betterment of the child. 
5. Reading is the most important tool subject in the elementary school 
curriculum. 
6. Reading and spelling ability are highly correlated. (.80-.85) 
1. Readiness is necessary on all levels. A child cannot achieve on a 
level if he has not mastered the skills on the preceding level or 
levels. Therefore, not every child in a grade can handle the 
reader of that respective grade; also, each teacher must continue 
with a child where the previous teacher left off. (A record of 
instructional books for each child should be kept.') 
8. Books used for instructional purposes are not taken home until they 
are completed. -
9. Foreign-speaking children must be taught to think and speak English 






Reading skills specific to the content subjects must be taught. 
Manuals are helpful; also, FIVE STEPS TO READING SUCCESS from the 
Metropolitan School Study Council, New York City 27, N.Y. 
Ever,y child has four reading levels: 
' . 
a. Independent or library reading level: full understanding, no 
tension, not more than one error in 200 running words. (Library 
books should be one level lower than the instructional level.) 
b. Instructional level: highest level at which successful ~stematic 
instruction can be given, minimum comprehension of 75~, not more 
than one error in twenty running words. 
c. Frustrational level: level above the instructional level. (A 
child on fourth grade instructional level should be expected to 
score between 5.0 and 5.9 on a standardized reaciing test.) 
d. Capacity level: hearing comprehension level or the level of 
read-ability of material he can comprehend when something is 
read to him. (A sixth grader on fourth grade reading level will 
get much from listening to sixth grade level material.) 
A test should be adrninisterea at the completion of each level to 
determine whether or not the skills respective to that level have 
been mastered. 
Teaching procedures as given in the manuals to accompany the basal 
series must be adhered to. 
B. Individual differences 
1. Not all children learn at the same rate. Therefore, some ~~11 need 
more than one book on a level before advancing to the next. Because 
a child has read one book on a level does not mean that he is 
automatically ready for the next level. 
N.B. The sentence length and sentence structure is as much, or even 
greater, a factor than vocabulary in affecting the readability 
of a book. 
2. Intelligence is only one factor that may account for indiviriual 
differences. 
3. The lower the I.Q., the more repetitions needed in learning. The 
study by Gates reveals the following: 
120 - 129 
110 - 119 
90 - 109 
Bo - 89 
10 - 79 









4. Children must have a mental age of at least six years before 
reading instruction should be given. The Table on the following 











Attainment of Mental Readiness for Reading in Children 
of Limited Intellectual Ability 
Age at Which Mental Maturity at Various Ages 
Child reaches 
Mental Age 
of 6-0 Age 9-0 Age 12-0 Age 
Mental Mental Mental Nental Mental 
Age Grade Age Grade Age 
6-8 8-1 3.1 10-9 S.8 12-11 
7-1 7-8 2.7 10-3 5.3 12-3 
7-6 7-2 2.2 9-7 4.6 11-6 
8-0 6-9 1.8 9-0 4.0 10-9 
8-7 6-4 1.3 8-5 3.4 10-1 
9-2 5-10 Kgn. 7-10 2.8 9-4 
10-1 5-5 Kgn. 7-3 2.3 8-8 












1. Definition: A condition which exists when a child does not read as 
well as he could be reading at the present time. 
2. Examples of the three types of retarded readers: 
Grade Placement Rdg. Cap. Gr. Lev. Rdg. Ach. Gr. Lev. 
5 below 5 
5 3 below 3 
5 7 below 7 
3. Causes of reading retardation, multiple (Betts' classification) 
a. Physical: poor vision, poor hearing, brain injury (may cause 
mental retardation, also), illness, immaturity, mixed dominance, 
speech or motor disturbance, glandular trouble. 
b. Psychological: poor memory or associative ability, foreign 
language or poor English background, emotional problems resulting 
from poor home conditions, poor teacher-pupil relations, or lack 
of achievement, success, and belonging. 
c. Environmental: poor attendance and change of schools; distractions 
of the times, broken homes; administration problems - crowded 
rooms, crowded curriculum, failure to concede that individual 
differences exist, lack of materials and funds, requiring all 
children to read the reader of that respective grade, early age 
acceptance; poor teaching - advancing children to a level before 
they are ready, insufficient drill, over-emphasizing some phase, 
expecting all to read on the same level in a room, failure to 
teach skills at each level. 
4. Degrees of reading retardation 
a. Grade one: one-half year is very serious. 
b. Grade two and three: one year is very serious. 
















S. Detennination of reading retardation: 
Compare MA (from an intelligence test) with reading achievement 
age or grade equivalent. Achievement in age can be converted to 
grade equivalent, and vice versa. The MA may need to be brought up 
to date, since children grow mentally as well as physically. (Use 
IQ computer, or multiply present CA in months by IQ.) The ~~ used 
must be from an IQ test that was valid for that child. Children 
with reading disability are penalized on group intelligencE\ tests if 
those tests demand reading. The best measure of mental capacity for 
learning is the Revised Stanford-Binet Scale. 
Comparison of MA with Reading Age or Grade Expectancy with Reading 
Grade Equivalent will indicate amount of reading retardation. 
Grade Fx- Rd~. Rdf;!• Grade 
CA Grade NA pectancy Age Eouiv. !9. __..._ 
12-3 7 12-5 7.5 10-6 5.6 102* 
11-4 7 12-5 7.5 12-3 7.3 110 
12-6 7 10-0 5.0 8-0 3.0 80* 
11-9 7 10-0 5.0 10-0 5.0 85 
11-3 7 14-o 9.0 12-5 7.5 125* 
10-6 5 8-0 3.0 7-0 2.0 7bit 
10-6 5 10-0 5.0 9-0 4.0 95* 
10-6 5 10-0 5.0 10-0 5.0 95 
10-6 5 12-0 7.0 10-0 5.0 115* 
ll-5 5 8-o 3.0 8-o 3.0 70 
8-0 3 10-0 5.0 8-0 3.0 125:* 
8-10 3 8-0 ).0 7-6 2.5 90* 
9-Q 3 7-0 2.0 7-0 2.0 77 
* Retarded in reading 
v. Teaching suggestions 
A. Procedure in teaching reading 
1. Prepare the lesson 
a. Determine objectives. 
b. Provide background for the lesson; show how the lesson fits in 
with other lessons or knowledge, show pictures, discussions,- etc. 
c. Develop vocabulary and concepts. 
d. Set purpose for reading the lesson. 
2. Silent reading of lesson with some purpose for reading. 
3. Discussion of lesson 
a. Check on comprehension. 
b. Discuss reactions and moral of lesson. 
c. Review vocabulary. · 
4. Workbook exercises (if no help is needed on skills). 
5. Oral reading for a purpose. 
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6. Skills that are needed. 
B. Block program followed during reading period 
(See "Suggestions for a Sixty-Minute Reading Period") 
C. Skills 
1. General principles to bear in mind. 
a. In teaching skills to children on grade reading level, one should 
follow the manual to accompany the basal reader. 
b. Mass education does not insure mastery of skills by all children. 
Therefore, frequent check should be made and help given to those 
who need it. 
c. Children reading below grade reading level must be helped with 
those skills they have not mastered on previous levels. (The 
skills inventory will show weaknesses.) 
d. Small groups and short periods will bring quickest and surest 
mastery of skills. 
e. Because of weaknesses in skills, children in retarded reading 
groups may not be able to do all the exercises as given in the 
manuals and workbooks that accompany the reader used. 
2. Each level has skills specific to it. 
(See "Skills at the Various Levels") 
3. Oral reading skills 
a. Observe punctuation 
b. Good sight vocabulary 
c. Lack of repetitions and regressions 
d. No omissions 
e. No insertions 
f. No substitutions 
g. Proper phrasing 
h. Thoughtful expression 
i. Good word-attack 
(See "Oral Reading Skills" and "Suggestions for Oral Reading") 
4. Silent reading skills 
a. Good word-attack 
b. Good sight vocabulary 
c. Comprehension 
d. No vocalization 
e. No head movement 
f. No pointing 
g. Proper rate 







1 5. Comprehension skills 




3 4 5 6 
110 135 150 170 
125 156 180 210 
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b. Find the main idea 
c. Draw conclusions and make inferences 
d. Follow directions 







(4) Structural analysis 
(5) Dictionary 
c. Meaning 
D. Characteristics of a good teacher 
1. Is interested in and loves children. 
2. Knows how a little child feels. 
3. Knows how to teach. 
4. Gives each child opportunities for success, achievement, and a 
feeling of belonging to the group. 
5. Makes every child feel important. 
6. Has love, rather than fear, dominate the classroom. 
1. Is patient and kind, but firm. 
6. Locates the weaknesses of each child and gives the needed help. 
9. Teaches children, not books. 
10. Has a wholesome sense of humor. 
11. Cooperates with the other members of the staff and with the 
administration. 
12. Has a professional attitude and seeks to improve professionally. 
13. Uses the proper materials. 
14. Avoids monotony in teaching. 
15. Does not talk too much nor too loudly. 
STEPS IN A READING LESSON (Grades Four - Eight) 
Chicago Archdiocesan Reading Service 
2 2 
Cycle 1: 4-8 Levels Cycle 2: 1 -3 Levels 
20 1 - Vocabular,y preparation 
20 1 T Preparation of lesson; 
Standard Test Lesson 
20 1 - Silent guided reading 
201 T Discussion; (application); 
review vocabular,y 
20 1 - Prepare for oral reading * 
20 1 T Oral reading * application 
201 - Workbook exercises 
20 1 T Correct workbook 
201 - Independent activity 
201 T Skills 
Cycle 3: Pre-primer and Primer Levels 
201 T Preparation of lesson; 
guided reading; application 
20 1 - Workbook exercises 
20 1 T Correct workbook 
20 1 - Prepare for oral reading; 
independent activity 
20 1 T Oral reading 
20 1 - Independent activity 
20 1 T Skills *·:!-
* Sometimes omitted with basic group 
20 1 T Preparation of lesson 
20 1 - Silent guided reading 
20 1 T Discussion; (application); 
review vocabular,y 
201 - Prepare for oral reading 
20 1 T Oral reading; application 
20 1 - Workbook exercises 
20 1 T Correct workbook 
20 1 - Independent activity 
20 1 T Skills 
201 - Independent activity 
Cycle 4: High Language Level 
201 T Review previous Steps 
20 1 - Independent activity 
20' T Develop Part I of new Step 
20 1 - Independent activity 
20 1 T Develop Part II of new Step 
20 1 - Silent reading of new Step 
20 1 T Oral reading from chalkboard 
and book; explain workbook ex. 
20 1 - Workbook exercises 
20 1 T Correct workbook 
20 1 - Independent activity; 
(group work) 
20 1 T Spelling and phonics 
20 1 - Independent activity 
Group ls 
LESSON PLAN 
(Grades Four - Eight) 
Chicago Archdiocesan Reading Service 
Group 2s 
VOCABULARY PREPARATION 
1. Locate pronunciation and meaning of new words. 
2. Do reference work related to the background of the lesson. (If the 
vocabulary preparation does not consume the 30' period, implement with 
practice of skills taught during the preceding skills period.) 
T PREPARATION AND RELATED WORD SKILLS 
1. Develop background; Clarify concepts; establish the setting of the 
story in relation to time, place, or unit theme. 
2. Present new words in meaningful sit•1ations. 
J. Review vocabulary in isolation. 
4. Motivate for silent guided reading by assigning general and specific 
purposes for the silent reading. 
SILENT GUIDED READING 
Read to achieve the general and specific purposes assigned in the motiva-
tion for the silent reading. 
PREPARATION FOR ORAL READING 
Set purposes and standards for oral reading. 
T DISCUSSION 
Guide the discussion toward inferential and interpretive areas, using the 
factual questions as pivotal points. The Christian Social Living Concepts 
represent the culmination of the discussion toward whicn the discussion is 
aimed. 
ORAL READING 
Read to retain, organize, evaluate, or interpret information and to gain 
appreciation as suggested in the motivation established above. 
WJRKBOOK: 
~efer to pages and purposes suggested in the manual or study guide sheets. 
(If the workbook activity does not consume the 30' period, implement with 
independent activity; such as, study guide sheets, library books, or S.R.A. 
material.) 
T CORRECTION OF WORKBOOK 
Correct the-workbooks together during this period. Responses given by the 
children indicate their needs and can serve as a diagnostic check for the 
teacher. Remediation in small groups should follow at this time. 
SKILLS 
Related Reading Activities, Word Study, and Locational Skills given in the 
manual are taught in this period. 
N.B. This cycle can be further extended by inserting an !ndependent Activity 
Pe~iod and Skills Period at needed intervals. 
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Level 
Chicago Archdiocesan Reading Service 
Reading Lesson Plans 





Vocabulary Pr~aration: Preparation and Related Word Skills: 
Skills Practice: 
Preparation and Related Word Skills: Silent Guided Reading: 
Preparation of Oral Readi~: 
Second Day 
Silent Guided Reading: Discussion: 
Preparation of Oral Reading: Oral Reading: 
Discussion: Workbook: 
Oral Reading: Independent Activity: 
Third Day 
Workbook: Correction of Workbook: 
Independent Activity: Skills: 
Correction of Workbook: Vocabulary Preparation: 




SAMPLE: RECORD OF INSTRUCTIONAL READER 
Chicago Archdiocesan Reading Service 
first Name 
RECORD OF INSTRUCTIONAL READERS 
Archdiocese of Chicago 
Date Gr. Rm. Title of Reader (Level) 
Otis Stanford Rdg. 
CA MA IQ Par. Wd. Av. 
9/6/58 1 104 On the Road to Reading (R) 
10/20/58 1 104 Here We Come ( Ppl) 
11/24/58 1 104 This Is Our Home (Pp2) 
1/12/59 1 104 Here We Are Again (Pp3) 
2/23/59 1 104 This Is Our Family ( P) 
5/25/59 1 104 Little White House (P) ~-'n , 
9/7/59 2 110 These Are My Friends ( 12) 7-2 6-8 93 
1/11/60 2 110 These Are Our Nei~hbors 121} 3.8 3.3 3.5 
9/8/60 3 201 This Is Our Parish (22) 
2/16/61 3 201 This Is Our Town (3l) 4.7 4.6 4.7 
9/5/61 Valley (32) ' 4 208 This Is Our 9-2 7-10 86 
2/24/62 4 208 This Is Our Land (4) ·9-7 9-9 102 5.6 5.4 5.5 
9/9/62 5 214 These Are Our Peo_1>_le (5) 
Book of Kindness (5) 6.0 5.9 6.0 
9/4/63 6 301 Sky Lines (5) 
2/1/64 6 301 This Is Our Herita~e (6) 7.4 7.5 7.5 
9/5/64 7 304 These Are Our Freedoms (7) 12-2 12-0 98 
Book of Fortitude {71 8.7 8.7 8.7 
9_/_6/65 8 310 These Are Our Horizons ( 8} 
Book of Friendliness (B) 9.6 9.5 9.6 
•Stanford-Binet 2-27-62 
+ Indicates that the child is ready to advance to the next level. 
++ Indicates that the child is able to skip a level -- advance two levels. 
Indicates that the child should have another reader on the same level. 
Indicates that the child should go back one level. 
p.60-page number to be erased when the reader is completed. 
N.B. ' l) The date represents the day on which the instructional reader was given 
to the child. 
t 2) This card is to be sent to the receiving school when a child transfers. 
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PROFILE OF READING STATUS 
Archdiocesan Reading Service 
~FORD ACHIEVEMENT READING GRADE 9::0RE 
11'1 0 0 U'l 0 11'1 4 . . . . . 
.rt 10 \0 ...... 11'1 11'1 
I I I I 
I I 
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SPRING --------------------------
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INFORMAL READING INVENTORY 
Chicago Archdiocesan Reading Service 
99 
Description: The informal reading inventory consists of short selections from each 
level of a graded reading series. These selections are read individually by the 
child to the examiner (or in the case of the capacity level, by the examiner to the 
child). Comprehension is checked by a series of questions based on the selections. 
Purpose: To determine the independent and instructional reading levels of a child; 
the frustration and capacity levels may be obtained also. 
Procedure: 
1. Acquaint the child with the purpose of the test; namely, to determine what ma-
terial he can read and understand. Inform him that you will ask him questions 
after each selection. 
2. If there is no information at all about the child's level of reading, begin 
at the lowest level. If this is far too easy, skip a level or two and then 
continue testing. If, however, an idea of his reading level can be obtained 
from test scores or the reader he used last year, begin a level or two below 
that to allow the child a feeling of success and to put him at ease. 
3. Give a motivation for each selection to be read by discussing the picture and 
the title with the child. 
4. Proper names of characters should be told and pointed out. 
5. The child then reads the selection orall~ to the examiner without previous 
silent reading. 
6. As the child reads, the teacher records the errors in the following manner: 
P - words pronounced for child S - substitutions 
M - words mispronounced 
I - halting after words other than 
natural pauses 
Not regarded as mistakes 
spontaneously self-corrected 
mistakes 
minor slips as omitting final s 
substituting a for the 
minor repetitions ---
difficult proper names 
0 - omissions 
A - insertions 
R - reversals 
Regarded as mistakes 






omission of suffixes other than s 
substituting other words for a &-the 
non-observance of punctuation-mar~ 
7. After the oral reading of the selection, either the child retells what he read 
or the examiner questions him and permits the latter to refer to the book only 
when it is indicated. 
a. Continue testing until the frustration level is established in word recognition 
and/or comprehension. At this point stop testing. 
Criteria for levels: 
1. Instructional level - level at which instruction ought to begin: some filu-
ency, 70-75% comprehension, fairly good phrasing, no pointing, no tension, 
one error in 20 running words. 
2. Frustration level - level above the instructional level with: no fluency, 
below 70% comprehension, poor phrasing, great tension, two or more errors 
in 20 running words. 
3. Independent level - highest level at which a child can read successfully with: 
fluency, 90% comprehension, good phrasing, no pointing, no tension, observance 
of punctuation, less than one error in 20 running words. 
4. Capacity level - highest level at which a child is able to comprehend when he 
hears a selection with: 75% comprehension, ability to answer in the language 
of the selection. 
Information on the material to be used in testing (Harris) 
No short sample or reading matter used as a test can give perfectly accurate 
results. Even if the child is not nervous and reads as he usually does, marked var-
iations are found among books that are all supposedly at the same grade level~ and 
even among different stories or chapters in the same book. Estimates of a child's 
reading level, based on a series of short samples, should therefore be recognized 
as crude approximations. The child's subsequent degree of success in reading the 
assigned books should be watched, and easier or harder materials substituted if it 
seems necessary. 
To compute errors per 20 words: 
Divide the number of mistakes the child made in the selection by the number 
of possible errors in that article. 
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INVENTORY OF PHONETIC SKILLS 
Chicago Archdiocesan Reading Service 
Test A 
(a) The alEhabet: visual recognition 
Directions: 11 Name these letters of the alphabet. 11 
I A B s c D F E p T M L R 
z J u H G w X Q K v y N 0 
r 0 n 1 m y t v k p z i a 
j u s h b c g w d f X q e 
(b) The alphabet: letter-formation 
Directions: 11Write both the capital and the small letters of the 
alphabet as I say them." (See (a) of Test A) 
Test B 
Visual discrimination (See pink sheet) 
Test C 
(a) Auditorz discrimination 
(See green sheet) 
(b) Auditory discrimination: auditory recognition of r~e 
"These wordS reyrne: hot, not, cot; ball, call, fall. Listen to these 
words and tell me which words rhyme. 11 
(c) 
l. '!.!!!. toys eyes 9 • 
2. bat ball cat 10. 
3. F ~ spin 11. 
4. wall hall hill 12. 
5. W'irl ran-fan 13. 
6. tree !lie my- 14. 
7. ~one~ 15; 
8. pet nest nut 16. 
dead head bed 
told load toad 
scab gray -gi='ab 
rut rip run-
lean clean clear 
mar s~stop 
dOes di'Ce nice 









matter batter bitten 
candy h~ngy danqy 
mouse m~ce louse 
Whittle little liver 
gown crcnm clown 
W'Orider blunder thunder 
limb dime lime 
about -scout--sliout 
Audito~ discrimination: functional knowledge of rhyme 
"I sha 1 say tl-70 l-70rds that rhyme. Say the two words and add a third one." 
1. seam beam 9. call fall 17. bite site 
2. duck luck 10. hike dike 18. sleep weep 
3. ride slide 11. lame tame 19. sing thing 
4. pail rail 12. melt felt 20. boon spoon 
5. hard lard 1.3. rub club 21. drink think 
6. fly sky 14. book hook 22. rear near 
7. did lid 15. cake take 23. cab nab 
8~ jug tug 16. churn turn 24. other brother 
Test I (con.) 
(c) Medial consonants: auditory recognition 
(d) 
Directions: 11 I shall say two words .. Write the consonant that you 
hear in the middle of each pair of words." 
Samples: (r) parrot, pouring 
(v) rivet, even 
1. (d) rudder, iodine a. (1~ billion, molest 
2. (g) nugget, begone 9. (m common, mimic 
3. (n) donate, sinew 10. (p) supine, trapeze 
4. l~l 
abbot, labial ll. (s) russet, sausage 
5. pirate, terrain 12. (v) level, ravine 
6. (t attire, putty 13. (x) exit, axle 
7. (f) muffin, refer 
Consonants: functional knowledge 
1. Show the isolated consonants to the child and have him give se'Veral 
words beginning with the sound of that letter. 
2. (See yellow sheet) 
Test II 
(a) Initial consonant blends and digraohs: auditory recognition 
Directions: "I shall say two words. Write the initial consonant 
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blend or consonant digraph that you hear at the beginning of each pair." 
Samples: (ch) chicken, children 
(sp) spank, spinach 
1. (sm) smote, smudge 15. (squ) squabble, squalor 
2. (dr) drivel, drawl 16. (fl) florid, flounce 
3. (th) thermal,. thatch 17. (cr) cranky, cruise 
4. (gr) grist, growler 18. (wh) whittle, whisper 
5. (pl) plight, placard 19. (scr) screech, scramble 
6. (gl) glue, gluttony 20. (sn~ snout, sneer 
7. (sk) skillet, sketch 21. (fr freak, frenzy 
8. (ch) chowder, chink 22. (spl) spleen, splendid 
9. (tr) trellis, tropieal 23. (sh) shorn, shaven 
10. (st) stench, staunch 24. (spr) sprig,. sprout 
ll. (pr) probe, prelate 25. (br) brilliant, braze.n 
12. (sl) slouch, sledge 26. (sw) swivel, swine 
13. (str) striven, Striped 27. (bl) blanch, blockade 
14. (cl) clef, clinker 28. (sp) sponge, spouting 
(b) Consonant blends and consonant di~aEhs: functional knowledge 
(See (d) o£ Test I) 
Test D 
Context clues 
Read sentences with a word omitted and have the child supply a word that 




Determine whether or not the child has mastered the number-concepts to ten. 
Then say simple sentences and have the child tell how many words there are 
in each sentences you say. If that can be done, repeat a sentence and have 
the child tell which word is missing. Lastly, have him give a sentence 
and then repeat that same sentence omitting one word. 
Test I 
(a) Initial consonants: auditory recognition 
Directions: 11 I shall say two words. Write the initial consonant that 
you hear at the beginning of each pair of words, 11 
Samples: (s) serious, siren 
(t) towel, temper 
1. (d) derby, dainty ll. (p) pioneer, pouch 
2. (g) gorgeous, gander 12; (1) limousine, languish 
3. (s) suitable, salmon 13. (n) neutral, naughty 
4. (m) meritorious, mercury 14. (t) tantalize, typhoon 
5. (f)" foolhardy, furnish 15. (w) walrus, wager 
6. (h) harpsichord, harrow 16. (y) yearn, yak 
1. (c~ k) catalog, cushion 17. (k, c) kangaroo, kerosene 
8. (j jealousy, juicy 18. (z,) zero, zany 
9. (r) rhubarb, rostrum 19. (v) vicious, vermin 
10. (b) barbarian, balsam 
If ten or more errors are made on this test, give Tests A, B, C, D, E. 
(b) Final consonants: auditory recognition 
Directions: 11 I shall say two words. Write the letter that you hear at 
the end of each pair of words. 11 
Samples: (p) tramp, burlap 
(g) twig, crag 
1. (d) arid, guard 8. (c, k) bob-o-link, spunk 
2. (g) morgue, prologue 9. (1) turmoil, quill 
3. (s) caress, narcissus 10. (n) nitrogen, sedan 
4. (m) vacuum, emblem 11. (t) emit, fidget 
5. (f) behalf, turf 12. (b) microbe, disturb 
6. (r) anchor, zephyr 13. (p) regroup, gingersnap 
1. (z) topaz, fizz 
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TEST III 
(a) Long vowels: auditory recognition 
Directions: 11 I shall say two words. Listen to the long vowel that 
you hear in both words. 11 
Samples: (a) ache, blade 
(u) huge, feud 
4. (a) spake, braid 
5. (u) duke, fume 
6. (i) plight, blithe 
1. (o) lobe, hoax 
2. (e) keel, breach 
3. (i) shrive, tithe 
7. (o) phone, volt 
8. (u) mule, tune 
9. (e) creek, ream 
10. (a) ladle, trait 
(b) Short vowels~ auditory recognition 
1 
(c) 
Directions: "I shall say two words. Listen to the short vowel that 
you hear in both words. 11 
Samples: (a) stamp, flap 
(u) scuff, trump 
1. (i) glib, blimp 4. (o) 
2. (e) welt, cress 5. (u) 






Long and short vowels : auditor,y recognition 
8. (u) scuff, null 
9. (o) prod, Scotch 
10. (a) batch, whack 
(Give this test only in cases where parts (a) and (b) of Test III were 
perfect or nearly so.) 
Directions: "I shall say two words. Write the vowel sound that you 
hear in both words, and tell whether it is the long or short sound of 
that vowel. 11 
Samples: 
1. (short e) 
2. (short o) 
3. (long a) 
4. (short i) 
5. (long e) 
(long i) tribe, 













(long u) dune, use 
(short a) prance, scamp 
(short u) glum, mull 
(long o) boast, probe 
(long i) vie, sigh 
(d) Vowels: functional knowledge 











If the child can read the words above giving the correct vowel sound, 
have him give the long and the short vowel sounds in isolation. 
Test IV 
Diphthongs (or vowel blends)4 vowel digraphs, and murmur diphthongs 
Present the following words (without letters underlined) to children 
individually. 
Directions: "Try to say these words as well as you can even if you have 
never seen them before." 
1. shoal 2. freak ). flout 4. c~ 
5. churn 6. void 7. maUL B. j~ 
9. scorn 10. s~ 11. charm 12. crew 
13. awl 14. br&, 15. meant 16. noOk 
17. Stow 18. braid 19. fern 20. vie 
21. spr!! 22. firm 
If children can read the words correctly, have them give the sound of the 
underlined letter combinations in each word. 
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VISUAL DISCRIMINATION 
S or D 
(differences within) 
1. fat - fit 
2. see - see 
3. rub - rib 
4. _bog- big 
5. mad - mad 
6. better - bitter 
7. cud - cud 
a. boll - ball 
(differences within long words) 
1. siding - sitting -
2. leaking - lacking -
3. _sobbing - sobbing 
4. taking - taping -
5, ____ leashing - leasing 
6. conservation - conversation 
7. military - millinery -
a. - splintering - splintering 
(differences in phrases) 
1. ____ a big pig - a big dog 
2. some apple -same apple 
3. here comes - here comes 
4. no where - now here 
5. come home - came home 
6, white color -with color 
7. in the bottle - in the bottom 
a. ---- in position - in position 
Archdiocesan Reading Service 
(different endings) 
1. ram - ran 
2. sid - sib 
3. do - do 
4. card - cart 
5. read - read 
6. ____ loop - loot 
7. smelter - smelters 
a. ---- toucqy - touching 
(reversals) 
1. ---- dig - big 
2. man - man 
3. _dog- god 
4. _ nap - nap 
5. - pig - dig 
6. nan - man 
1. now - how 
B. bid - bid 
(different beginnings) 
1. fat - hat 
2. _ring- sing 
3. come - some 
4. _cap- rap 
5. _ gap - jap 
6. ____ gamble - ramble 
1. -pill -gill 
a. start - chart 
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bore - bar 
pack - tack 
upper - utter 
lap - lack 
sign - sing 
for - thor 
bat -bit 
mating - making 
rum- rum 
book - buck 
beat - beat 
tenting - tenting 
cob ... cog 
fit - feat 
so - show 
sodey ... soggy 
III. 
met -mit 
rung - lung 
aping - aping 
cat - cap 
room- room 
came - tame 
nabbing - nagging 
hat - hat 
same - seem 
fish - fish 
needing - needing 
bed - beg 
socking - socking 
led - led 
seed - seed 
go -bow 
AUDITORY DISCRIMINATION TEST 
(With permission of Dr. Wepman) 
Form B 
II. 
1. go - dough 
2. maiming - naming 
3. rack - rat 
4. chase - chase 
5. pat - pat 
6. same - same 
7. beating - beating 
6. wall -war 
9. coop - cup 
10. thimble - symbol 
11. mouser - mouther 
12. pass - pass 
13. late - late 
14. man - man 
15. open - oaken 
16. some ... son 
IV. 
1. bed - bad 
2. car - par 
3. writhing - rising 
4. bass - bath 
5. bend - bed 
6. tame - tame 
7. elect - erect a. oaf - oath 
9. ram- ream 
10. nap - map 
11. lashing - laughing 
12. muss .. mush 
13. boot - beat 
14. woke -yoke 
15. leaping - leaking 




























Archdiocesan Reading Service 
Making OUt Words through Context and through Phonetic Clues 
I like to play with a • t t l2 tr n 
The dog is ~ • - p p 1 fr nd 
That hat is too • t b s ch p -
The horae likes to • r g 2 tr t 
My kitten plays with a • d b 1 fr I 
The is red, white and blue. t 8 t fl g 
Mother has a new • h g n dr 8 
Our house is on Street. F p K Gr n 
Mr. Cart was a • b f r tr MJ2 
We can ride in a • c w n 8tr tc r 
I can see a pretty • v c r P1: t 
'Ibis is his good friend. p m n ch ld 
We all had fun at the • l 2 k b ch 
One day our ran away. b k n ch ck ns -
MaryiSII\Y • n c n 1!1 m t 
Jack is 'fit3' • f 8 n br th r 
We like to play in the • 1 y d E s 
I go to with Mother. 8 w k sl 2 
I saw a in JI\Y' sleep. f r n cl n -
We in school. 8 r d dr 
ORAL READING 
I. Skills (according to L. Worthington in Oral Reading? Certainly! 
page 5) 
A. Comprehension 
1. Transmits meaning successfully 
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Form 16 
2. Interprets feeling effectively (humor, surprise, suspense, etc.) 
3. Knows many sight words 
4. Uses word-recognition techniques easily 
B. Fluency 
1. Reads in thought units 
2. Phrases correctly 
3. Observes punctuation 
4. Reads smoothly, without jerkiness or hesitation 
C. Voice and speech characteristics 
1. Can be heard easily 
2. Enunciates clearly and distinctly 
3. Uses suitable pitch 
4. Has pleasing voice quality 
5. Is free from strain or tension 
6. Reads at proper rate 
D. Avoids most common errors 
1. Does not omit words · 
2. Does not substitute words 
3. Does not transpose words 
4. Does not repeat 
5. Does not have a pronounced accent 
6. Does not lisp 
7. Does not stutter 
8. Holds book properly 
9. Keeps the place without difficulty 
10. Has good posture 
* 11. Does not keep eyes glued to page but looks up at audience 
at times (*This item was not on Miss Worthington's list.) 
II. Purposes of oral reading 
A. Read the lesson to inform or to intertain visitors. 
B. Read to prove that an oral answer is either right or wrong. 
C. Read the sentence or sentences that give the main idea of a 
paragraph. 
D. 1 Provide a maximum of opportunity to read orally by reading in 
pairs while the teacher circulates among the pairs. 
E.r Read the story in play fashion, the children reading the narrator's 
part and the quotations of the respective characters. (TV program) 
F. Read the various parts of a story behind a screen to represent a 
radio program (especially good for shy children). 
G. Read the parts that make us see pictures, hear sounds, feel sad, 
happy, sympathetic, etc. 
H. Read the 10 lines that each likes best in the story. 
I. Read the parts of the story that tell everything that we learned 
about the subject under discussion. 
J. Read to prove or to disprove statements. 
K. Read to the teacher individually for needed help. 
L. Read in chorus the selections adapted for that purpose. 
M. Read the story for the purpose of illustrating it. 
N. Read the humorous parts. 
0. Read a passage to enable the other members of the class to 
determine whether or not the reader knows how to interpret 
punctuation marks. 
P. Read a passage or quotation and have the class guess what the 
passage refers to or who said the quotation. 
Q. Have a child read until three or four others indicate by standing 
that they have found the passage in the story; then give the page 
and paragraph. 
R. After a story is illustrated, have the part that pertains to the 
picture read. 
S. To show that the humor, rhythm, deep feeling, etc. of a story is 
enjoyed by reading the story for class enjoyment. 
T. Read an original report, characterization, news report, dialogue, 
etc. pertaining to the lesson. 
U. Read an original description of a character, place, etc. in a 
story and have the class guess who or what was described. 
V. Have the lesson pantomimed as several children take turns reading 
the lesson. 
W. Read the answers or exercises from the workbook when corrections 
are made. 
X. Have the children watch for the teacher's errors in oral reading 
and make the corrections. (Especially good for careless readers.) 
Y. Read to prepare for a puppet show. 
Z. Practice how to read a story well for another room, assembly, the 
pastor, the principal, supervisor, P. T. A. , etc. 
AA. Read to give contrasting opinions, possibly for a debate, discussion, 
etc. 
BB. Read a passage and have others tell how it made them feel or what 
it made them do. 
CC. Find and read the passage that has the presented word or phrase. 
DD. Read passages that tell that the characters acted wisely, cleverly, 















































































































THE SUMMER READING PROGRAM 
Chicago Archdiocesan Reading Service 
I. Introduction 
A. Originated in 1955 at the wish of Samuel Cardinal Stritch and now enthusi-
astically endorsed by Albert Cardinal Meyer; carried on through the com-
bined efforts of: 
1. Catholic School Board 
2. Facilities of Catholic Charities 
a. Testing Service 
b. Reading Consultant Service 
c. Materials and teachers' salaries 
3. Teachers-religious and lay 
B. Purpose of the Summer Program 
1. To supplement the yearly reading program of the Catholic schools by 
helping children who are: 
a. Retarded in reading and spelling 
b. Non-English speaking 
2. To provide in-service training for teachers by 
a. Giving them experience in teaching children who are retarded in 
reading and spelling 
b. Providing opportunities to teach English to foreign-speaking children 
c. Familiarizing them with materials, devices, and good teaching pro-
cedure in the area of reading. 
c. Varying aspects of the Summer Program 
1. Number of Centers 
2. Number of schools represented 
3. Area of archdiocese serviced 
4. Number of teachers 
5. Number of children 
6. Number of reading consultants 
7. Minimal tuition fee 
II. Administratt~e aspects 
A. Eligibility 
1. Children with a reading disability who will be in any grade from three 
through nine in the following school term. 
2. Non-English speaking children who will be in any grade from kindergar-
ten through grade nine in the following school term. 
B. Grouping 
1. Arranged by Reading Consultants 
a. Based upon teacher judgment, Stanford Reading Test results, and 
informal testing 
b. According to age and familiarity with the English language for the 
non-English speaking 
i. Low language group-children younger than eight years of age 
ii. High language group-children of eight years and older. 
2. Two groups of about eight each per teacher 
3. A teacher for clinical cases might be available at certain Centers 
c. Time 
1. A period of six weeks preceded by a workshop. 
2. Instructional periods daily for three hours in the morning. 
3. Attendance for the full session is imperative. 
4. Children must be regular in attendance. 
a. One illegitimate absence automatically withdraws a child. 
b. Only two absences due to illness will be permitted. 
c. A child who is tardy more than twice is automatically withdrawn. 
D. Materials 
1. See MATERIALS FOR SUMMER SESSION for complete list of materials used. 




1. One teacher is directly responsible for carrying out the directions 
of the Reading Consultant and for the general supervision of the 
respective Center. 
2. Each Reading Consultant is directly responsible for aiding the teach-
ers of one or more Centers in carrying out the Program. The Consult-
ant will: 
a. Check carefully on the group-placement of each child throughout 
the summer session. 
b. Consult with individual teachers on matters pertaining to her 
respective groups. 
c. Observe instruction; make criticisms. 
d. Demonstrate, if necessary. 
e. Conduct weekly faculty meetings at each Center. 
f. Conduct a workshop at the opening of the summer session. 
3. A corps of volunteer teacher aides will be available at each Center 
to assist the teachers. 
F. Records and reports 
1. The RECORD OF SUMMER READING SESSION is filled out completely by the 
summer session instructor for the guidance of the receiving teacher. 
2. A SUMMER SESSION PROGRESS REPORT is filled out at the end of the 
session by the instructor for the Reading Service office. 
3. A record of tardiness and absenteeism must be kept. 
III. Philosophy of the Summer Reading Program 
A. Nature of reading and the teaching of reading 
1. Reading is a complex mental process of identifying symbols, of bring-
ing meaning to them from past experiences, of interpreting them cor-
rectly, and of reacting to them. 
2. Reading must be taught at the child's instructional level; hearing 
him read is not synonymous with teaching him skills that will enable 
him to read. 
3. What one reads and bow well one reads affects the human personality. 
4. The successful teaching of reading requires the knowledge of child 
nature, the psychology of teaching reading, and the art of bringing 
the two together. 
s. Reading and spelling abilities are highly correlated. (.eo to .as) 
6. Readiness is necessary on all levels and for each phase of learning. 
1. Books used for instructional purposes are not to be taken home. 
a. Foreign-speaking children must be taught to think and to speak English 
before being expected to read or write it. 
9. A child's oral reading may be in advance of his word-analysis and 
comprehension skills. 
10. The most efficient way of raising a child's reading level is by 
getting him to read extensively on his independent level. 
11. Upon his return to school, a child must receive help on the level 
suggested at the end of the summer session. 
12. Each child must receive help on his respective spelling level. 
13. Parents are to be informed of the level of instruction and of the 
progress made. 
14. Every child has four reading levels: 
a. Independent or library reading level; full underst•nding, no 
tension, not more than one error in 200 consecutive words. 
(Library books should be at least one level lower than the 
child's instructional level.) 
b. Instructional level: highest level at which successful 
systematic instruction can be given, minimum comprehension of 
75%, not more than one error in twenty consecutive words. 
c. Frustration level: level above the instructional level. 'A 
child on fourth grade instructional level should be expected 
to score between 5.0 and 5.9 on a standardized reading test.) 
d. Capacity level: Learning comprehension level or the l~vel of 
reading ability of material he can comprehend when something 











B. Individual differences 
1. Not all children learn at the same rate. Therefore, some will 
need more than one book on a level before advancing to the next. 
Because a child has read one book on a level does not mean that he 
is automatically ready for the next level. 
N.B. The sentence length and sentence structure is as much, or 
even greater, a factor than vocabulary in affecting the 
readability of a book. 
2. Intelligence is only one factor that may account for individual 
differences. 
3. The lower the I.Q., the more repetitions needed in learning. The 
study of Gates reveals the following: 
I.Q. range: 120 129 Repetitions: 20 
110 119 30 
90 109 35 
80 89 40 
70 79 45 
60 69 55 
4. A mental age of at least six years is necessary to learn to read. 
The following Table is taken from Harris' HOW TO INCREASE READING 
ABILITY, page 226. 
Attainment of Mental Readiness for Reading in Children 
of Limited Intellectual ability 
Mental Maturity at Various Ages 
Age at Which 
12-o Child reaches Age 9-0 Age Age 15-0 
Mental Age Mental Mental Mental Mental Mental Mental 
of 6-0 Age Grade Age Grade Age Grade 
6-B B-1 3.1 10-9 5.8 12-11 7.9 
7-1 7-8 2.7 10-3 5.3 12-3 7.2 
7-6 7-2 2.2 9-7 4.6 11-6 6.5 
s-o 6-9 l.B 9-0 4.0 10-9 5.8 
B-7 6-4 1.3 B-5 3.4 10-1 5.1 
9-2 5-10 Kgn. 7-10 2,8 9-4 4.4 
10-1 5-5 Kgn. 7-3 2.3 B-8 3.7 
c. Reading retardation 
Definition: A condition which exists when a child does not read 
as well as he could be reading at the present time,----
Exarnples of the-three types of retarded readers: 
Grade Placement Rdg. Cap. Gr. Lev. Rdg. Ach, Gr. Lev. 
5 5 below 5 
5 3 below 3 
5 7 below 7 
Causes of reading retardation, multiple (Betts' classification) 
a. Physical: poor vision, ~oor hearing, brain injury (may cause 
mental retardation, also), illness, immaturity, mixed dominance. 
speech or motor disturbance, glandular trouble. 
b. Psychological: poor memory or associative ability, foreign 
language or poor English background, emotional problems 
resulting from poor home conditions, poor teacher-pupil 

















c. Environmental: poor attendance and change of schools; 
distractions of the times, broken homes; administration 
problems - crowded rooms, crowded curriculum, failure to concede 
that individual differences exist, lack of materials and funds, 
requiring all children to read the reader of that respective 
grade, early age acceptance; poor teaching- advancing children 
to a level before they are ready; insufficient drill, over-
emphasizing some phase, expecting all to read on the same level 
in a room, failure to teach skills at each level. 
4. Degrees of reading retardation 
a. Grade one: one-half year is very serious. 
b. Grades two and three: one year is very serious. 
c. Grades four and above: two years is very serious. 
s. Determination of reading retardation: 
Compare MA (from an intelligence test) with reading achievement 
age or grade equivalent. 
CA ~ MA Grade Ex- Rdg. Rdg. Grade IO. 
pectancy .Age Equiv • 
12-3 7 12-5 7.5 10-6 5.6 102• 
11-4 7 12-5 7.5 12-3 7.3 110 
12-6 7 10-0 5.0 8-o 3.0 80* 
11-9 7 10-0 5.0 10-0 5.0 85 
11-3 7 14-0 9.0 12-5 7.5 125• 
10-6 5 8-o 3.0 7-0 2.0 76* 
10-6 5 10-0 5.0 9-0 4.0 95• 
10-6 5 10-0 5.0 10-0 5.0 95 
10-6 5 12-0 7.0 10-0 5.0 115• 
11-5 5 8-o 3.0 8-o 3.0 70 
8-o 3 10-0 5.0 8-o 3.0 125• 
8-10 3 8-o 3.0 7-6 2.5 90• 
9-0 3 7-0 2.0 7-0 2.0 77 
Retarded in reading 
IV. Teaching aspects 
A. Lesson plans 
1. Importance 
a. Must be made out daily, following all the steps of a complete 
reading lesson. 
b. Must always be available for examination. 
2. Procedure for the first day of the summer session. 
a. Administer the Spelling Placement Test and introduce the 
Individualized spelling procedure. 
b. Discover whether or not each child is properly placed in the 
group by means of informal testing on the book assigned. 
c. Give the Inventory of Skills. 
3. Procedure in planning a reading lesson. 
a. Prepare the lesson 
(1) Determine objectives 
(2) Provide background for the lesson; show how the lesson fits 
in with other lessons or knowledge, show pictures, have 
discussions, etc. 
(3) Develop vocabulary and concepts. 
(4) Set the purpose for reading the lesson. 
, 
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b. Silent reading of lesson with some purpose. 
(1) General purpose (s). 
(2) Specific purposes. 
c. Discussion of lesson 
!
1~ Check on comprehension. 
2 Discuss reactions and moral of lesson. 
3 Review vocabularr• 
d. Workbook exercises. (Children must have the readiness for 
each exercise assigned.) 
e. Oral reading for a purpose. 
f. Skills that are needed. 
4. Strict adherence to time schedule necessary. 
(See "Time Allotment for Summer Session Classe~). 
B. Skills 
1. General principles concerning skills 
a. Inventory of skills is important at the outset. 
b. Work on skills with these wbo need them; avoid mass education. 
c. Mastery of skills is important for each child. 
d. Short, frequent periods of skill develOpment will reap surest 
results. 
e. Because oral reading skills may be in advance of work analysis 
skills, certain exercises in both manual and workbook may need 
to be omitted until the child is ready for that phase. 
2. Each level has skills specific to it. 
(See "Skills at the Various Levels"). 
3. Oral reading skills. 
a. Observe punctuation. 
b. Good sight vocabulary. 
c. Lack of repetitions and regressions. 
d. No omissions. 
e. No insertions. 
f. No substitutions. 
g. Proper phrasing. 
h. Thoughtful expression. 
i. Good word-attack 
(See "Oral Reading Skills" and "Suggestions for Oral Reading"). 
4. Silent reading skills 
a. Good word-attack 
b. Good sight vocabulary 
c. Comprehension 
d. No vocalization 
e. No head movement 
f. No pointing 
g. Proper rate 




5. Comprehension skills 














c. Draw conclusions and make inferences 
d. Follow directions 


















c. Characteristics of a good teacher 
1. Is interested in and loves children. 
2. Knows how a little child feels. 
3. Knows how to teach. 
4. Gives each child opportunities for success, achievement, and a 
feeling of belonging to the group. 
s. Makes every child feel important. 
6. Has love, rather than fear, dominate the classroom. 
7. Is patient and kind, but firm. 
B. Locates the weaknesses of each child and gives the needed help. 
9. Teaches children, not books. 
10. Has a wholesome sense of humor. 
11. Cooperates with the other members of the sta!f and with the 
administration. 
12. Has a professional attitude and seeks to improve professionally. 
13. Uses the proper materials. 
14. Avoids monotony in teaching. 
15. Does not talk too much nor too loudly. 
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Report of ______________________________ .;._ _ _-.or Reading Center No. __ _ 
Held at _______________________ School Tuition: amount paid---; free __ 
Sex _____ ~Age at last birthday ______ Birthdcite: ____________ Was in grade ... ------
year month day 
Parent-----------------------------Home conditions: good __ _..bad __ _ 
Home address-----------------------------~-------------- Telephone ________ _ 
zone/suburb 
Attende-. _________________ School Address _____________ -:-~------
zone/suburb 
Principai _________________ ____ ~~---------------------Telephone_~-~----------
Order school convent 
Attendance: regular __ ..._irregular ___ _.Handicaps: ---------------------------
e.g. vision, speech, brain injury, etc. 
Will transfer to _______________ ....;..._School at--~~------------=-~------
address zone/suburb 
Most recently used reader---------------------------......;.--,;___ Level ______ _ 
This reader was: too difficult for good work __ _. just right for good worl\.k __ _ 
Reading level suggested for summer session: teacher--~· reading consultant·---
For lqnguqge cases only: Indicate language ordinarily spoken by child ____________________ _ 
Check best classification: Neither speaks nor understands English ___ _ 
Understands but does not speak English ___ _ 
Speaks only a few words or phrases in English ___ _ 
Intelligence test results: Form Date CA MA IQ 
Oti------------------------
Stqnford-Binet Scale 
Most recent reading test results: Form Date G.rade Equivalents 
Par. Wd. Av. 
Stanford: Pr._EI._Int.~dv. _ _ 
.B. We will teach two separate groups this summer. The first group of children will have class from 9:00-10:20; the 
second groups from 10:40-12:00. It would make our task easier if we could be free to assign children to either group. 
However, in the case of children of the same family or car pool who need to travel together, we shall try to put them in 
the same period. Only in the above cases indicate their preference. 
I 
Please check one: Please also indicate the names of the other children of the 
-First period (9:00- 10:20) 
!--Second period (10:40- 12:00) 
same family or cor pool. 
(First and last name) (Grade) 
Report qt Conclysjon of Summer Sessjon 
(To be in the hoods of the receiving teacher and to serve 
as a guide to proper instruction in September.) 
Attendance: days present--- absent --- Attitude: favorable ---unfavorable---
Instruction was initiated on th-----------reading level; on tfae __________ _.pelling level 
Materials used for instructional purposes were: 
The instructional reading level for September, based upon the findings of the ••·Faith and Freedom Achievement Test" 
The instructional level In spelling for September should be------------------------: 
Number of library books rea ndependent reading level for September _________ _ 
Greatest area of weakness at present: (Check one) 
Sight vocabula~Word recognition--Word meanin~te--C ....ot~~prehension--Oral reading--General.--
In word recognition, present stress must be placed upon: 
Alphabet--Auditory discrimination--Yisual discrimination Context clues-Consonants-
Consonant blends and digraphs-Vowels-Vowel digraphs and diphthongs--Syllabication--
Dictionary skills-
In comprehension, finds greatest difficulty in: 
Noting details---Getting main ideas..-Following directlon~aklng inferences & drawing conclusionS--
In oral reading, most common errors include: 
Ignores punctuation-Lacks sight vocabulary----Repetitiou-Regressions--Omi uions--
lnsertions--Substitutions--Word callin9--lnadequate phrasing--Lack of expression---
Poor word attock __ 
Additional comments: 
---------------------- Summer Session Instructor 
w-za o••••••• aaar•••••r• 
This Certifies that 
HAS FAITHFULLY GIVEN SERVICE DURING THE 
SUMMER READING SESSION, AND IS HEREBY GIVEN A 
CITATION FOR A TEACHER-AIDE 
DATE 
TtACAtii CHICAGO ARCHDIOCESAN READING SERVICE 
